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ABSTRACT

TO BELIEF OR NOT BELIEF: SHIFTING THE PEDAGOGICAL FOCUS FROM BELIEFS
TO BEHAVIORS. AN ANALYSIS OF COMMUNITY COLLEGE FACULTY
PEDAGOGICAL BELIEFS, PERCEPTIONS
AND INSTRUCTIONAL BEHAVIORS
Robin James, Ed.D.
Department of Leadership, Educational Psychology & Foundations
Northern Illinois University, 2016
Joseph E. Flynn, Director

This dissertation examines the pedagogical beliefs and instructional practices of
community college faculty members. The dissertation uses a qualitative interpretive inquiry
approach to explore the contextual understanding of pedagogy and teaching of community
college. Drawing from the theoretical framework of pedagogy, teaching and beliefs, this study
examines the interrelation of each construct in relation to prior experiences and classroom
instructional behaviors. Utilizing Stark, Lowther, Sossen and Shaw’s (1991) Contextual Filters
Model (CFM) this study explores the cognitive and contextual factors that are intertwined with
planning and instructional delivery. Further, this research study is founded on the premise that
community college faculty espouse individual teacher's (faculty) beliefs are strong indicators of
his/her classroom practices.
The findings of the study illuminate the divergent understanding of pedagogy among
community college faculty, affirming pedagogy, as an operational term of education theory, is
plagued with ambiguity and misconceptions. Despite the uncertainties of pedagogy, it is essential
that all educators have a holistic understanding of pedagogy which embraces and informs
educational theory, individual instructional practices, assessment, and student relationship

inside and outside the classroom (Waring & Evans, 2015). Additional findings of the study
provide evidentiary support that faculty beliefs and prior experiences have a direct influence on
instructional practices and behaviors. This body of research further advocates for a need for
additional research on the impact of faculty beliefs, ideologies, and lived experiences as
significant factors that influence the daily interactions of teaching and learning, specifically in
the context of community colleges.
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CHAPTER 1
INTRODUCTION TO THE STUDY

Community colleges are growing and complex institutions of higher education. Enrolling
almost half of all undergraduate students in higher education, community college enrollments
represent a disproportionately high number of low-income, diverse, and first generation college
students who arrive at the doorstep unprepared and uncertain about the challenges that await
them (Giordano, 2014; LeCroy & McClenny, 1992; Vigil Laden, 2004). To meet these
burgeoning national and global institutional challenges, community colleges have been
summoned to transform their missions, organizational structures and education strategies to
advance from an existence of providing instruction, to one that provides learning (Barr & Tagg,
1995).
In Building a Vision for a New Century, the Commission on the Future of Community
Colleges (1988) proclaims community colleges to be the primary teaching institutions across the
nation. Conversely, Barr (1993) reports in a study of 107 California community colleges that in
defining their mission and purpose, virtually every mission statement failed to use the word
learning, but they always emphasized the word teaching as the primary mission and purpose of
the institution. As a teaching institution, community colleges have been known for their ability to
bridge the gap of student learning (academic to practical application) by employing faculty who
hold extensive professional experiences, thus providing students with an enriched learning
experience (McCune, 2005; O’Banion, 1972; South, Hill & Morrison, 1979). As learning
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institutions, community college faculty will become the catalyst for producing transformative
learning and educational experiences that hinge on the quality of instruction that ultimately
influences the quality of student learning (Barr & Tagg, 1995).
A growing body of literature in recent years (e.g., Alexander, Karvonen, Ulrich, Davis, &
Wade, 2012; Baum, Kurose & McPherson, 2013; Cohen & Brawer, 2008; Gappa, 1984; Lail,
2009; Schibik & Harrington, 2004; Townsend & Twombly, 2007; Wallin, 2010) have addressed
revolving trends in community colleges: rapidly increasing student enrollment; increased
economic demands; decreasing government support; downsizing of the faculty, the need to
revamp existing curriculum and an increased focus on student learning outcomes and
accountability. In an effort to address these complex and dynamic challenges, many community
college and university administrators have opted to replace full-time faculty (tenured) with parttime faculty (adjunct). While this employment shift has become the norm for many community
colleges, controversy and scrutiny exists relative to the instructional quality and effectiveness of
its faculty, who are perceived to be less qualified and pedagogically experienced than their
university counterparts (Clark, 1997; Cohen & Brawer, 2008; Lail, 2009; Lazerson, Wagener &
Shumanis, 1999; Wallin, 2010).
Amidst the concerns of faculty pedagogical preparedness, limited empirical research has
been conducted in recent years that provide insight into the factors (i.e., beliefs, perceptions and
experiences) that shape the pedagogical perceptions that constitute instructional practices of
community college faculty. As a result, today’s community colleges are compelled to re-examine
institutional policies and practices that consider employment factors of its most valued asset:
faculty (Flannigan, Jones & Moore, 2010; Fugate & Amey, 200; Sprouse, Ebbers & King, 2008).
Traditionally community college academic hiring practices rely predominantly on professional
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and academic credentialing (Flannigan et al., 2010; Jensen, 2011; Sonner, 2000; Sprouse et al.,
2010), often overlooking the need for pedagogical theory grounded in the praxis of teaching
(Galbraith & Shedd, 1990; Pedras, 1985). For many community colleges faculty members’
professional training and preparation occur post-hire and do not take into account faculty
pedagogical beliefs, perceptions, experiences or misconceptions of the teaching profession
(Alexander et al., 2012; Fugate & Amey, 2000; Sprouse et al., 2010). With the increased
emphasis on quality of education, instructor effectiveness, student success, and institutional
accountability, many higher education administrators are examining factors that contribute to
student success and faculty accountability. Consequently, as community colleges strive to
maintain a faculty corps epitomized for its excellence in teaching, a closer examination of factors
that embody community college faculty pedagogical perceptions, attitudes, beliefs, and
instructional practices and behaviors is merited.

Congruence of Pedagogy and Beliefs

Pedagogy is thus best characterized through the field of education, the field of study that
deals mainly with methods of teaching and learning in a formalized manner. Anderson (2009)
defines pedagogy as
the professional knowledge of the teacher, and the enacted practice of teaching, set within
the context of theories of human development and learning, cultural reproduction and
transformation, political and social progress, and intellectual engagement. (p. 2)
Within academic circles, pedagogy is often associated with teaching, teaching styles, curriculum,
and classroom management (Lusted, 1986; Mortimore, 1999). Mortimore (1999) points out a
common characterization of pedagogy as the science of teaching. Similar to Mortimore (1999),
Anderson (2009) adds the art/science model of pedagogy represents the liberal-progressive
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approach to schooling that began in the early 20 century. Although most of modern schooling is
th

driven by science, (i.e., a prescribed method of teaching) what constitutes science often various
across different educational disciplines. Anderson (2009) suggests that an alternate way of
thinking about pedagogy as neither science nor art, but as a craft with uncertain limits of
predictability. Leinhardt (1990) defines craft knowledge as “the wealth of teaching information
that very skilled practitioners have about their own practice” (p. 18).
Often depicted as the bag of tricks or personality model, the craft model draws from class
experiences or best practices that have been established by [educators] overtime (Anderson,
2009). The craft model governs the day-to-day operational practices of teaching disciplines, thus
establishing a non-descript signature pedagogy of the teaching profession. Thus teaching can be
viewed as the science and art of education, whereby the teacher develops conceptual knowledge
and manages the content of learning activities in pedagogical settings (Mortimore, 1999). In
other words, the pedagogy associated with teaching is any “conscious activity [craft] by one
person designed to enhance learning in another” (Anderson, 2009, p. 3).
Stones (1989) contends that pedagogy is a slippery concept that goes beyond the craft
knowledge of teachers in an effort to unlock and analyze curricula (content and subject matter)
that creates a cross fertilization of teaching problems with pedagogy. Stones’ (1989) perspective
suggests that the quality of teaching lies in one’s ability to navigate a substantive learning
experience that enriches and values the learners’ ability to cognitively manipulate complex
abstractions that challenge learners’ way of thinking. Despite the opposing viewpoints on
pedagogy and teaching, the learning that occurs in the classroom is assumed to be influenced by
the beliefs, perceptions and judgments of the teacher (Calderhead, 1996; Kane, Sandretto, &
Heath, 2002; Pajares, 1992).
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Theorists generally agree that beliefs are created through a process of enculturation and
social constructions (Pajares, 1992). Van Fleet (1979), drawing from Melville Herskovits’s
Cultural Anthropology and Man and His Works, suggests that the transmission of culture has
three components: enculturation; education; and schooling. As individuals incorporate ideas and
behaviors derived from their environment, beliefs are created and fostered and generally endure
unaltered unless they are challenged or changed (Laskey, 1980). Beliefs, as a construct, evolve
into an individual’s belief system in an organized, somewhat logical, psychological form,
emanating from connected and complex cognitive schema (Pajares, 1992). Relating this basic
theory to the profession of teaching, beliefs (and belief systems) are generally well established
by the time individuals enter into the profession of teaching, creating a belief system based on
epistemologies, ideologies and flawed assumptions (Kagan, 1992). As a result, these
misconceptions form a congruence of beliefs and practice that significantly affect how teachers
(faculty) demonstrate pedagogical and curricula choices in their instructional delivery (Dempsey,
2006; Kagan, 1992).

Conceptual Framework

How faculty members perform their teaching responsibility is affected by their past
experiences and beliefs about education. (Dempsey, 2006, p. 7)
Prior empirical research (e.g., Calderhead, 1996; Connelly, 1998; Kagan, 1992; Menges,
1983; Munby, 1983; Portman, 2000; Rokeach, 1972) theorize teaching as the contextual
culmination of an individual’s prior experiences, knowledge, skills, and beliefs. This research
study is founded on the premise that individual teacher's (faculty) beliefs are strong indicators of
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his/her classroom practices. These beliefs can be thought of as guiding principles faculty hold to
be true that serve as lenses through which new experiences and knowledge can be constructed.
The conceptual framework for this study is taken from Stark, Lowther, Sossen and Shaw’s
(1991) Contextual Filters Model (CFM) for relating the factors that influence faculty pedagogical
beliefs, perceptions and conceptions of teaching. The CFM categorizes faculty beliefs, purpose,
and academic discipline as key factors (content) through contextual filters (factors that influence
the content) regarding faculty curricula and pedagogical choices and resultant behaviors
(Dempsey, 2006). The use and application of CFM will be fully discussed in Chapter 3.

Statement of the Problem

The traditional conception of community colleges is framed as a two-year educational
system that provides academic and vocational skills that prepare citizens for future employment
and academic advancement (Levin, 2008). Today community colleges are juggling a multitude
of issues: declining enrollment, reduced funding, declining students’ persistence rates, and
increased emphasis on clarity of mission, institutional accountability, and quality of instruction
(Baum, et al., 2013).
In fulfilling their mission, community colleges fundamentally rely upon their most
coveted asset – faculty – who are charged with the delivery of quality instruction to a vast and
complex student population. Compared to their university peers, community college faculty are
often marginalized as being more like high school teachers with minimum teaching
qualifications, credentials, or pedagogical preparation (Alexander et al., 2012; Grubb, 1999;
Roueche, Roueche & Milliron, 1995; Townsend & Twombly, 2007). Contrary to this prevailing
assumption, many community college faculty members hold master’s or doctorate degrees in
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their content areas (Alexander et al., 2012). While many community college faculty members
possess the pedigree to teach in higher education, Grubb (1999) contends faculty tend to discount
the study of pedagogy and develop their teaching [pedagogical] methods by trial and error.
Paradoxically, the fact that many community college faculty members are hired more for their
professional aptitude and less for their pedagogical preparation begs the question of quality and
effective instructional practices (Burgess & Samuels, 2010; Twombly & Townsend, 2008).
The latter concern brings attention to the pedagogical understanding, beliefs, cognitive
perceptions, attitudes, and instructional practices of community college faculty. As a complex
term that is scrutinized by many in all academic circles, pedagogy is plagued with ambiguity and
misconceptions (Waring & Evans, 2015). Despite the uncertainties of pedagogy, it is essential
that all educators have a holistic understanding of pedagogy which embraces and informs
educational theory, individual instructional practices, assessment, and student relationships
inside and outside the classroom (Waring & Evans, 2015).
Community college researchers, academicians, and authors concede that teaching in a
community college environment goes beyond what is taught in the classroom to how faculty
beliefs and perceptions are transformed into the learning environment, culminating in student
success. Notwithstanding this positive exchange, many community college faculty and
administrators may not be cognizant of the importance of embracing a dialect of pedagogy that
links theory to practice, and how this narrative shapes personal perceptions, beliefs and
instructional behaviors.
If community colleges view faculty as an important component of the academy, then the
immediate challenge lies in understanding how faculty beliefs, perceptions, ideologies, and
attitudes shape instructional practices that enhance student achievement and completion. Failure
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to do so may be a costly financial risk to the institution (funding, enrollments, revenues and
accreditation), to the student (quality of instruction, program persistence and completion), and to
the faculty (loss of employment and professional credibility).

Purpose Statement

The purpose of this research study was to four-fold. First I sought to examine and
understand community college faculty members’ understanding and conceptualization of
pedagogy. Second I explored the phenomenon related community college faculty members
beliefs related to pedagogy and teaching. Next I endeavored to examine faculty members’ lived
experiences that influence pedagogical beliefs and practice. Lastly, to uncover the instructional
practices and behaviors that are demonstrated in the classroom setting.
The exploration of factors that comprise the pedagogical understanding and practice of
community college faculty members will provide a better understanding of faculty’s views
regarding teaching and instructional practices that lead to student achievement and completion.
Additionally, how these views can inform policy and practice relative to institutional hiring
practices, faculty’s professional development, and factors that demonstrate excellence in
teaching were undertaken.

Research Questions

The constructs of pedagogy, beliefs and instructional practice shaped the theoretical
framework for exploration. To investigate the identified phenomenon, the following central
research question was addressed: How do faculty perceptions and beliefs of pedagogy and
teaching relate to their practice of teaching?
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To further examine this phenomenon, the following supporting areas of critical inquiry
were explored:
1. What are the prior experiences that lead one to become a faculty member at a
community college?
2. What is the range of understanding/interpretation/view of pedagogy in the community
college environment?
3. What do individuals see as important factors of pedagogy as it relates to teaching at a
community college?
4. What prior experiences contextual filters (e.g. prior teaching experiences, beliefs
about teaching, content knowledge, formal training, teacher preparation program,
professional development) do individuals bring to the classroom in terms of personal
or professional teaching characteristics that have led to teaching excellence in the
classroom.
5. What pedagogical practices (content methods) do community college teachers utilize
in the planning and decision-making processes relative to the instructional delivery of
course content?
6. What do community college teachers in the classroom (throughputs) believe are
central to effective teaching that influence student learning outcomes?

Methodology

The research study took a qualitative approach to examine and understand community
college faculty members understanding and conceptualization of pedagogy, the beliefs related to
pedagogy and teaching, the unique experiences that shape pedagogical beliefs, and the
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instructional practices and behaviors of community college faculty. According to Merriam
(2002), in the field of educational research, schooling is considered the object, phenomenon, or
delivery system to be studied. For purposes of this research study, schooling can be further
defined as the institution (object), pedagogical beliefs and practices and the learning exchange
between instructor and student (phenomenon), and the institution (community college). Thus,
qualitative research afforded the ability to explore in-depth the experiences and complexities of
individual faculty experiences and how these experiences interacted with the day-to-day
operational system of teaching (Merriam, 2002; Mertens, 1998).
Of the three orientations of research (constructivism, post-positivism, and positivism),
qualitative research is most commonly linked to positivism (Merriam, 2002; Mertens, 1998).
Thus, other research paradigms (e.g., quantitative and mixed-methods) may construct
generalizations of a larger population by systematically analyzing the relationship of variables
using statistical procedures; what often gets lost is the authentic and organic reflections that
shape the experiences of a given social structure (Mertens, 1998).
Drawing upon Seidman’s (2013) process of qualitative interviewing for education
research, the researcher adopted Seidman’s three-interview process to assess the individual and
collective experiences of full-time and part-time faculty at a Midwestern community college.
According to Seidman, the three-series interview technique “allows both the interviewer and
participant to explore the participants’ experiences, place it in context, and reflect upon its
meaning” (p. 20). The social structure of this research study was characterized through
community college faculty and the practice-related knowledge of teaching; therefore, a
qualitative research design was most appropriate for the intended method of inquiry.

11
Significance of the Study

The case for the significance of this research study culminates in three key areas. First, a
lack of empirical research on the pedagogical perceptions of community college faculty calls for
the investigation undertaken here. The researcher believes the findings and implications of the
study will help extend scholarly knowledge in the area of faculty perceptions. Second, the study
has important implications for education policy and practice, with potential benefits to faculty,
students, administrators, local citizens and other key stakeholders in higher education. Third, the
topic of this research holds significance from my personal perspectives as it explores an area
central to my own professional career as a community college faculty member.
Furthermore, practical and research considerations of this study will help illuminate the
needed changes in educational policy and faculty hiring practices in higher education,
specifically in community colleges. Negative perceptions need to be addressed, and positive
perceptions reinforced to create a culture of academic excellence (student and faculty) as well as
provide opportunities for faculty professional development. Administrators working on practice
and policy that affect student retention, academic success, and program completion will benefit
from the pedagogical perceptions and beliefs of community college faculty. Ultimately, students’
decisions to integrate within the college environment as well as persist and complete their
academic goals are greatly dependent on the interactions and learning experiences provided in
the classroom among/with faculty and students. Although these levels of significance apply
broadly to community colleges across the globe, these issues of significance are perhaps most
crucial to the local institution represented in this body of research.
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Finally, this research holds significance from my own personal perspective. I have held
faculty positions at two four-year universities (private and for-profit) and three community
colleges over the past 20 years. My journey into higher education began as an adjunct (part-time)
faculty at a local community college on the east coast. Armed with 15 years of professional
acumen and no formal (pedagogical) training on how to teach, I entered the world of higher
education faculty. Reflecting on the early days of teaching, it is now apparent that I lacked the
knowledge, pedagogical insight, skill or art of effective teaching. In the past five years this
reality has been illuminated (observed and expressed) by the pedagogical challenges of myself
and other faculty who teach at a community college. This reality becomes more evident among
faculty who teach in career and technical disciplines. This study is intended, in part, to help me
gain a deeper understanding of the perceptions of pedagogical practices revealed by community
college faculty and how these perceptions and practices shape excellence in teaching. Thus the
significance of the research is envisioned to extend previous research, the importance to
education policy and practice, and the relationship to my personal and professional career
interests as a community college faculty member.

Definitions and Operational Terms

The following definitions establish the context for the terms used in this study.
Achievement –institutional expectation of successful course persistence and completion by a
student.
Adjunct Faculty –faculty who teach less than 29 credit hours per academic year (at a single
institution) and are not pursuing a full-time tenure track position. In the literature adjunct faculty
is used synonymously with part-time faculty.
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Completion –successful achievement and completion of institutional programs (course,
certificate or degree).
Content Delivery –subject matter or curricula for a specific subject being taught. The delivery
method is also synonymous with the term instructional delivery.
Curriculum –planned interaction between teachers/educators/faculty and students with regard to
instructional content, materials, resources, and processes for evaluating the attainment of
learning objectives and outcomes.
Educators –professionals who are employed in the profession of teaching in elementary to postsecondary learning environments. The term will also be used synonymously to refer to teachers,
professors, faculty, adjuncts, professors and lecturers.
Full-time Faculty –teaching professional whose primary responsibility is developing and
teaching (content and curricula) and whose workload includes teaching 30 credit hours per
academic year; maintaining office hours; participates in institutional activities and committees,
and receive full employee benefits.
Instructional Delivery –methods, process, or technique of delivering course content. The delivery
method is also synonymous with the term content delivery.
Pedagogy –instructional methods and practices of the teaching profession as demonstrated by an
educator.
Pedagogical Content Knowledge –form of practical knowledge used by teachers to guide their
actions in highly contextualized classroom settings.
Student Success –satisfactory grade (C or better) earned in a course. Student success is also
synonymous with the term (student) achievement.
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Teacher –generic term used to describe professionals who transform knowledge into learning.
Synonymous terms are educators, faculty, professors, and lecturers. The specific terms as stated
in the literature will be used. For purposes of the teaching professional of community colleges,
the term faculty is used.

Assumptions
Based on the researcher’s experience and background as a former community college
adjunct faculty, and current full-time tenured faculty, I make the following assumptions
regarding this study:
Many community college faculty members bring real-world expertise to the classroom;
however, many faculty members do not have a solid background in pedagogical practices and
effective instructional delivery. As a result, it is my contention that the lack of pedagogical
knowledge and understanding is evident in the teaching practices employed in the classroom.
Additionally, despite the lack of pedagogical knowledge, faculty members do possess beliefs,
attitudes, and conceptions of teaching, thus forming the practice and pedagogy of teaching by
community college faculty. In these challenging economic times, when many in the workforce
are seeking alternate forms of employment, it is my assumption that many professionals want to
teach at the community college setting as a way to utilize their professional experience and
knowledge to enhance the students’ learning experience.
Furthermore, an assumption that community college faculty members understand the
construct of pedagogy and how pedagogy relates to the practice of teaching and instructional
delivery. It is further assumed community college faculty members are influenced by the three
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sources of pedagogical influences as outlined in the Contextual Filter Model (faculty
background, content considerations, and educational beliefs).
Lastly, because of one’s need for self-esteem and self-actualization, it is assumed
community college faculty will identify specific pedagogical needs they feel are important to
achieving excellence in teaching. Given increased enrollments and the ever increasing numbers
of adjunct faculty being employed, an assumption that community college administrators will
advance the need for pedagogical preparation and training for all faculty members is also
considered.
Limitations

Whereas the researcher believes this empirical research provides significant information
relative to the pedagogical perceptions and instructional practices of community college faculty,
it is important to note some limitations exist: a) researcher bias may surface due to researchers’
personal connection to the research site under study, b) the findings may not be easily
generalized to other community colleges at large due to the single community college under
study, c) the diverse nature of the faculty workforce based on years of teaching experience and
discipline taught may affect faculty responses, and d) the time allowance for the study may
warrant a longer timeline for research.

Organization of the Study

Community colleges have attracted attention from government agencies, community
stakeholder and local businesses. The context of this increased attention focuses on institutional
accountability and teacher (faculty) excellence. Teaching excellence is best defined as the
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teaching occurrence (interaction) and the related student learning outcomes. Prior research
suggests that teaching excellence is a direct result of individual beliefs, attitudes, values,
perceptions, intellectual knowledge, and training related to teaching pedagogy.
The research study consists of eight chapters. Chapter 1 includes an introduction to the
study and a rationale for the study. In addition, a purpose statement, research questions,
definitions and operational terms, and the significance of the study were also presented. The
literature review is offered in two chapters. Chapter 2 examines the construct of pedagogy as it
relates to education, concluding with an examination of teacher beliefs. Chapter 3 explores the
community college teaching context, culminating with effective teaching and pedagogical
practices of community college faculty. Chapter 4 describes the qualitative approach used for
this study, including the methodology, research design, data collection and analysis techniques.
The findings are presented in three chapters: Chapter 5 provides a review of the methodology
and introduces the reader to the participants of the study; Chapters 6 and 7 outline the findings of
the study. Lastly, Chapter 8 addresses topics for further discussion, implications, research
recommendations and the study conclusion.

CHAPTER 2
UNDERSTANDING PEDAGOGY AND BELIEFS

Pedagogy: A Required Practice

Over the past three decades a massive body of research has focused on faculty beliefs,
instructional practice, the scholarship of teaching, and teaching conceptions in higher education.
A large body of research has been conducted on teacher quality and effectiveness (e.g., Burgess
& Samuels, 2010; Duarte, 1993; Ehrenberg & Brewer, 1994; Figlio & Rueben, 2001; Hoxby,
2002); faculty (teacher) efficacy (e.g., Bandura, 1997, 1993, 1997; Gibson & Dembo, 1984;
Guskey & Passero, 1994; Rose & Medway, 1981; Watkins, 1997), and teacher pre-service
training and teacher preparation (e.g., Drummond, 1995; Filene, 2005; Harris & Cullen, 2008;
Perry, 1997; Reig & Wilson, 2002). However, very few studies have focused on faculty beliefs
(belief systems), perceptions of pedagogy, or how these beliefs are demonstrated in the
instructional practices of community college faculty.
Whereas many full-time university faculty members receive pre-service training and ongoing professional development, this is not the case for many faculty members employed at a
community college. Prior research indicates that many community college faculty members who
enter higher education as a non-traditional, alternate route educator lack the pedagogical acumen
required in the praxis of teaching (Rossi, 2009; Wallin, 2005). As enrollment increases, so does
the corresponding reliance on part-time faculty and the increased focus on faculty teaching
methods and instructional effectiveness. Community college administrators are subsequently
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challenged with balancing the scales of quality instruction and cost of instructional delivery with
its faculty. As a result, community colleges rely heavily on part-time faculty to meet the
multiplicity of courses and programs offered (Clark, 1997). In essence, students are likely to be
taught by a part-time faculty member versus a full-time faculty member (Carreiro, Guffey, &
Rampp, 1999; Conway, 2010; Wallin, 2005).
Community colleges are obligated by the institution’s mission of service, to assure
quality instruction is provided for students regardless of the faculty members’ statuses. However,
it is the quality of teaching and instruction that brings into question how, and to what extent,
today’s faculty members are adequately prepared to teach in a dynamic 21st century learning
environment. The classroom, and thus the educational environment of the 21st century, must
create a connectivity of learning – from student to teacher and from teacher to student. This
paradigm of teaching and learning exemplifies the framework for 21st century teaching and
learning; a framework that connects learners to learning through collaboration, communication,
critical thinking, analysis, creativity and democracy (Danielson Group, 2011). Faculty provide a
powerful influence in the classroom and are, therefore, instrumental to the academic achievement
and success of the student in an effort to meet the accelerating demands of student achievement
and in response to President Obama’s Completion Agenda (The White House, 2009).
With the completion agenda as a national imperative, community colleges have an
obligation to meet the challenge while holding firmly to traditional values of access, opportunity,
and achievement and academic quality (American Association of Community Colleges, 2011).
Increased examination of instructional accountability, faculty pedagogical behaviors, and the
resultant teaching practices that influence student academic achievement and completion have
become higher education reform’s top priority (Darling-Hammond, 2005; Kaplan & Owings,
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2002; U. S. Department of Education, 2008; Watts, 2011). Although there is not an extensive
body of literature on the narrow topic of pedagogical perceptions of community college faculty,
there is a considerable amount of published material on the broader topic of teacher (faculty)
effectiveness; teacher beliefs; teacher (faculty) and student engagement, and teacher (faculty)
professional development.

Historical Discourse of Pedagogy

Throughout the history of American higher education, the issues of pedagogy and
curriculum and how faculty members perceive pedagogy in a context have been fiercely debated
(Rudolph, 1977). Grubb (1999) found that many community college faculty “tend to discount
the study of pedagogy” (p. 27).

Establishing Pedagogy

Dating back to the early Greek and Roman philosophers, the conception of pedagogy was
to instruct and guide through the formal agency of education (Payne, 1904). The Greek concept
of pedagogy was to first direct education based on two forms: the Spartan – one-sided military
with no regard for intellectual culture and Athenian – a complete education led by philosophers
of the times, and secondly, to make theoretical inquiries into the essential principles underlying
the development of the human soul. To address the societal need for informed citizens, the
Greeks established schools of rhetoric and philosophy that represented fundamental courses
grammar, philosophy, ethics, music and gymnastics to young children age six and beyond.
The privilege of instruction became more exclusive in the schools of rhetoric and
philosophy taught by Socrates, Plato and Aristotle, as the citizens’ knowledge developed from
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childhood into adult learners (Payne, 1904). The philosopher Socrates (479–399 B.C.),
considered to be the greatest dialectician of ancient Greece, and father of Western philosophy
spent his life teaching and questioning self-knowledge, virtue and the psyche (Brickhouse &
Smith, 2000). Espousing a specific manner of argumentation that consists of discovering
contradictions contained in the logic or rationale of the opponent and thus denying the validity of
the argument, Socrates developed a systematic and methodical process of doubt (Gadotti, 1996).
Cultivating his genius for interrogation, Socrates questioned philosophers and mankind alike to
compel everyone to form clear and concise ideas of thought (Gadotti, 1996). The irony of
Socrates wisdom set him apart from other educators of his time (e.g., Plato and Aristotle), often
cited his limited of wisdom, “I know that I am intelligent, because I know that I know nothing”.
By admitting his ignorance, Socrates freed himself to question the status quo and the prescriptive
(Mythological) teachings of his peers.
Socrates’ greatest contribution to education and learning resulted in the theory of
questioning, or the Socratic Method. Extending his philosophies of learning to teaching, the
Socratic method of teaching focuses on the critical thinking qualities of learners, giving students
questions and not answers (Paul & Elder, 1977). Socrates beliefs of educating through true
knowledge required learners (students and teachers) to recognize contradictions and distill the
truth, for the purposes of producing new knowledge through rational, self-reflection rooted in
deductive constructivism – a departure from traditional Greek rhetoric.
Following the dual-educational systems of the Greeks, the Romans, early education (ca 3
B.C.) was primarily physical and moral, with an emphasis on the Twelve Tables of Roman Law
(Payne, 1904). Drawing from the early Greek definition of pedagogics (hierarchy of man and
boy), the high quality of education was marred by the brutal and insensibility of contempt and
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graces of the heart and intellect. The authority of the father (and mother) was absolute, and the
obedience of the child constituted a natural, inviolable and sacred law (Payne, 1904). Rome
transformed its system of education to reflect the intellect of rhetoricians and philosophers, thus
establishing a formal process of education (Payne, 1904).
Although Rome established a formal structure for educating, it did not form an interest in
the science of teaching or the pedagogy of learning. Up until the time of Quintilian (ca. 35 B.C.),
no public schools or professional teachers existed. Quintilian set out to establish a general plan of
education that “requires the language of children to be irreproachable” (Payne, 1904, p. 48). As
a result of Quintilian’s strong beliefs, public schools, the duties and role of the teacher, and a
curriculum of study were established in Rome.
Growing from the Roman influence on education, Christianity (ca 26 A.D.) introduced a
new order of social and moral conscientiousness for an educated society (Payne, 1904). The
doctrine of Christ was first a reaction of free will and dignity against the despotism of the State.
As such, it was no longer merely a question of training citizens for the service of the State, but it
was one of developing citizens for moral adaptation into society (Payne, 1904). The early fathers
of the church (Tertullian and Saint Augustine) rejected all forms of pagan education. Not until
Saint Jerome’s letters (ca 345-420 A.D.) on the education of girls did Christianity become
accepted as a valuable form of education. The supreme importance attached to the Scriptures
made education literacy, made instruction dogmatic and arbitrary, instilled a taste for abstract
and formal reasoning, made learning a process of memorization, and stifled the spirit of free
inquiry as proposed by Socrates (Payne, 1904). Despite the early challenges, the education
movement of Christianity marked the beginning of formal Catholic schools and universities.
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Modern education begins in the 16 century during the Renaissance period (Payne,
1904). In criticism to the 15th century pedagogical works of Erasmus and Rabelais, Gargantuan,
Eudemon and Montaigne dismantled the old system of a hierarchical or caste system of
education. Establishing a new system of scholarly education, which embodied the holistic
student, these scholars emphasized the intellectual, human, and moral conversations of learning
(Payne, 1904). In respect to modern times, the formal institution of education has grown from the
early influence of the Greek education system and has been transformed from cultured and
religious forms of learning to compulsory and universal institutions of formal learning. On the
theory of pedagogy, Lusted (1986) posits pedagogy (as implemented today within teaching and
teacher education programs) is dominated by content teaching techniques considered underdefined and under-theorized.
Guffey and Rampp (1997) argue “pedagogy as originally envisioned causes a
transformation of knowledge among the parties (teacher and student) engaged in the learning,
and the knowledge produced in the interchange and interplay inherent in learning” (p. 17).
Similar to Guffey and Rampp (1997), Mortimore (1999) illuminates a common characterization
of the transformation of pedagogy to knowledge as the science of teaching. Conversely,
Mortimore (1999) suggests an alternate way of thinking about pedagogy as a professional craft
with certain probable outcomes. In contrast to Mortimore’s (1999) favorable explanation of
pedagogy, Guffey and Rampp (1997) assert pedagogy devalues the student, thus establishing the
pedagogy of teaching as an over-arching power relationship between teacher and learner.
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Philosophical Views of Pedagogy

Pedagogy, as a science and a theory, embodies a multiplicity of concepts and constructs.
For instance, Dewey (1944) situates pedagogy as a human context whereby teachers are teaching
social norms and culturally constructed learning experiences. Dewey (1944) established
pedagogy as the formal education furnished through the social and collaborative interactions
between educator (teacher) and learner (student) in a process of knowledge development. Dewey
(1916), Bruner (1996) Piaget (1972), and Vygotsky (1978) each purport that learners could learn
actively through the creation of a learning situation, i.e., construction of new knowledge based
on their prior knowledge whereby the teacher maintains the role of facilitator. Alternately Dewey
(1944) and Piaget (1972) each reasoned that the educator’s role involves the shaping of learners’
real experiences from the environment and knowing what surroundings tend to promote
experiences that lead to growth through knowledge. Furthermore Dewey (1916, 1944)
considered the teacher as a guide rather than a director since learning allowed for creative
interaction with the teacher rather than the practice of teaching that focused on outcome based
learning.
In contrast to the philosophies of Dewey (1916, 1944), Vygotsky (1978) placed more
emphasis on the social context of learning. Vygotskian theory emphasizes the importance of the
socio-cultural context (social constructivism) in which learning takes place and how the context
has an impact on what is learned through critical exploration (Vygotsky, 1978). As a
contemporary philosophy, pedagogy is often held in more critical terms as a power structure that
defines the knowledge relationship between teacher and student.
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Critical Pedagogy

One of the most prominent contemporary pedagogues often cited in the area of critical
pedagogy is Paulo Freire (Guffey & Rampp, 1997; Giroux, 2011, McLaren, 1999). Freire (1986)
points out pedagogy as a practice is critical and is comprised of political systems (schools) and
public intellectuals (teachers) whereby a relationship emerges from a hierarchical system of
power and knowledge that is transformed through the ongoing process of liberation and freedom.
Freire (1998) proposes pedagogy, at its best, is not about training in methods nor does it involve
coercion or political indoctrination. Rather critical pedagogy, as a political and moral practice,
provides knowledge, skills, and social relations that enable students to explore the possibilities of
citizenry, engage in critical thinking, and learn from a position of agency (Freire, 1998). Freire
(1998) concludes that there is a need for a theory of pedagogy that is willing to develop a
“critical comprehension of the value of sentiments, emotions, and desires as part of the learning
process” (p. 48).
Freire (1986) suggests critical pedagogy offers a way of thinking that goes beyond rote
memorization and the acceptance of the state of being, challenging the assumptions of
commonsense, entering into a critical dialogue of historical pasts, and creating a future that
extends beyond the present. Central to this broad context of pedagogy is the shift from teacher to
student, making visible the relationship among knowledge, power, and authority. Under such
circumstances, knowledge is not merely received by students but is actively transformed,
challenged, and related to self as a way to govern and not be governed (Freire, 1986).
Similarly, Giroux (2011) combines the work of Marx, Freire, Aronowicz and Pinar to
establish the praxis of the study of critical pedagogy. Viewing pedagogy as productive, Giroux
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emphasizes “pedagogy as a priori set of prescriptions or as a commodity to be exchanged in any
context” (p. 80). Specifically, as pedagogy relates to education, Giroux argues, “Education is
fundamental to democracy and that no democratic society can survive without a formative
culture shaped by pedagogical practices capable of creating the conditions for producing citizens
who are critical, self-reflective, knowledgeable, and are willing to make moral judgments and act
in a socially responsible way” (p. 3). Giroux maintains pedagogy is the “outgrowth of struggles
that are historically specific, as problems that govern questions and issues that guide what and
how educators teach, thus recognizing that teaching is an act of authoritative intervention that
educators can offer students, linking self-directive exploration of knowledge to power in the
service of self-reflection and endless possibilities” (p. 80).
While scholars have long been concerned with the role of women in education, academic
feminists have more recently begun articulation feminist pedagogy as a methodology for
teaching (Webb, Allen & Walker, 2002). Emerging as a form of critical pedagogy, feminist
pedagogy identifies the practical application of feminist (gender) theory, while promoting the
importance of social changes, specifically within the institutional hierarchy found in academia.
Feminist pedagogy comprises a set of epistemological assumptions, teaching strategies,
classroom practices, approaches to content delivery, and teacher-student relationships grounded
in feminist theory (Crabtree, Sapp & Licona, 2009). Feminist pedagogy has emerged, in large
part, as a response to the traditional context and theory of knowledge supplied by the white,
Western elite males that is intended to represent the human experience of learning discounting
the histories, experiences and consciousness of other proffered inferior classes of citizens
(Maher, 1987). At its core, feminist theory challenges the basis of all knowledge and ways of
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knowing, with an attempt to transform the oppressive and interlocking power relations in pursuit
of a world characterized by increased social justice (Hoffman & Stakes, 1998; hooks, 1994).
As a theory, feminist pedagogy is about a teaching and learning process that guides the
choice of classroom practices by providing criteria to evaluate specific educational strategies and
techniques in terms of the desired course goals or outcomes. Feminist pedagogy “engages selfreflection while actively engaging with the material being studied in a struggle to get beyond our
sexism and racism and classism and homophobia and other destructive hatreds and to work
together to enhance our knowledge; engaged with the community, with traditional organizations,
and with movements for social change” (Shrewsbury, 1993, p. 8).
Like all forms of critical pedagogy, feminist pedagogy sets out to address the imbalances
of power and authority present in many educational institutions in western civilization
(Kincheloe, 2004). Two distinct, yet complementary models of educational theory support
feminist pedagogy. Similar to critical pedagogy, as expounded by Freire and others, the
liberation model seeks the empowerment of silenced and oppressed groups (i.e. students) in
opposition of the dominant exploitative ideology (Maher, 1987). Additionally, the gender model
of education is based on the theories of women’s development versus the white male elitist. In
this context, women are viewed as intellectually inferior, both as students and educators. In
contrast, Miller (1976) sees women’s roles as fundamentally and universally different than men.
For example, when referring to power and authority, Miller (1976) situates women’s power not
as ‘power over’ but ‘power with’ [empowerment], whereas Giroux (1986) describes the role of
feminist teachers as a positive form of authority given their knowledge, experience and place in
institutions of education.
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Providing a discourse of gender, Maher (1987) suggests women construct their view of
the world around concerns for connection, and relationship toward others, versus the male
domination of competition, achievement and power. Gender models thus gives feminist
pedagogy its epistemological emphasis on the subjective roots of knowledge, pointing to the
“partiality of all experiences and therefore all unitary models of the world”, whereas liberation
models often fail to attend to individual feelings and situations ” (Maher, 1987, p. 96). The
dimensions of masculine and feminine knowledge are different; however knowledge must be
contextualized in a particular framework and worldview, sans gender. In other words,
knowledge is gendered, classed, and cultured (Maher, 1987). The supporting viewpoints of
Parray (1996), and Shrewsbury (1993) make explicit that one’s experience is based on dynamic
factors including race, ethnicity, class, sexual preference and gender. In keeping with the liberal
model of pedagogy, members learn to respect each other’s’ difference rather than fear them – a
defining component of learning (Parray, 1996).
Webb et al., (2002) and others (see also Bowker & Dunkin, 1992; Shrewsbury, 1993)
reference feminist pedagogy in terms as a construct, i.e. a feminist classroom. In the democratic
relationship of teaching and learning, the feminist instructor (male or female) become the role
model for learning whereby interaction and dialogue are increased by the instructor and inquiry
and curiosity are initiated by the learner (Webb et al., 2002). Christie (1997) asserts “a
classroom based on feminist pedagogy is a community of learners where power is shared and
where participatory democratic process helps learners develop independence” (p. 148). As an
active and collaborative learning environment, “risk taking is encouraged, where intellectual
excitement abounds, and where power is viewed as energy, capacity, and potential, rather than
domination (p. 148).
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Taking the traditional measures of education as the responsibility of the teacher, feminist
pedagogy places the responsibility on the students. It also propositions that the best learning
environment should be one wherein students' opinions and ideas are regularly contributed to the
learning process (Shrewsbury, 1993). In support of a democratic learning environment, feminist
pedagogy is transformative with an aim of connecting student power to knowledge, thus
becoming constructive apprentices of social change (Giroux, 2010; hooks, 1994; Kincheloe,
2004). However, feminist pedagogy challenges the traditional ideology that knowledge and
teaching methods can be value free (Webb, et al., 2002).
For example, the scholarship of Wood and Lenz (1991) examined how instructors of
interpersonal communications articulated a commitment to expanding students’ understanding of
themselves through the use of differential development processes in the developmental of self.
The research concluded that teaching one developmental model is “inadvisable since there is no
convincing evidence that one development path is universally descriptive or superior” (p. 11);
further affirming that “students values and awareness are socially constructed and are therefore
open to question and change” (p. 11). Thus “teaching may involve a complex interweaving of
philosophical and pedagogical perspectives, rather than a single dominant view, no matter how
broadly or inclusively intended” (Maher, 1987, p. 97).
The embodiment of critical pedagogy encourages faculty members to build collaborative
learning, giving ethos to the individual voice of the student; “if the only voice heard is the
instructor’s, the students are deprived of a primary and critical way of knowing” (Gawelek,
Mulqueen & Tarule, 1994, p. 181). Thus feminist pedagogy privileges the personal experience of
all students, sanctioning a deeper analysis of theory generation, activism and research (Foss &
Foss, 1994). All educators must critically engage in discourse and reflection about how and what
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is taught in the classroom, as well as how who they are, and how what they believe about
critically-charged pedagogy, affects how they teach. The enactment of feminist pedagogy in
higher education may be demanding; the commitment to do so provides “sufficient benefits to
justify the effort” (Webb et al., 2002).

Intersection of Critical and Public Pedagogy

Theorists and authors proclaim schooling [education] as a politically controlled space,
whereby teachers are the dominant power (Freire, 1986; Giroux, 2011; Kincheloe, 2004;
Kincheloe & Steinberg, 1999; McLaren, 1999). In this position of power, Giroux (2011),
McLaren (1999) Lankshear and Cole (1996) posit teachers have the potential to shift the
dominance and thus become transformative intellectuals who combine scholarly reflection and
practice in the service of teaching students in a democratic educational system. At the very least
teachers, the architect and manager of the learning environment, are by de facto empowered to
enforce a form of marginalization or oppression in the classroom, using cognitive pedagogical
strategies and resources. In this regard Anderson (2009) argues the critical pedagogy of teaching
is the enacted practice of teaching, set within the context of theories of human development and
learning, cultural reproduction and transformation, political and social progress, and intellectual
engagement for the purposes of mutual knowledge attainment. Yet, contemporary pedagogues
advocate teachers represent the marginalized voices of the classroom that challenge the way
education often serves and protects the interests of the privileged (see also Apple, 1989; Giroux
et al. 1996; Kincheloe, 2004). Giroux (2011) adds “teachers and curriculum developers are
unaware of the historic (pedagogy as a praxis of teaching) nature of their fields” (p. 42).
Teachers have a critical role in developing pedagogical theories and methods that link self-

30
reflection and understanding with a commitment to change for the nature of a (the) larger
society; ergo building a foundation for critical pedagogy (Giroux, 2011).
According to Freire (1986), teachers use their own individualistic, discipline-specific
content to posture classroom situations, proffering pedagogy as a personal knowledge base and
not a concept of (or for) teaching. Freire’s referred work, Pedagogy of the Oppressed, establishes
a theory of critical pedagogy that illuminates the dialectic relationship of the oppressed and the
oppressor. Freire further explains the relationship emerges from a hierarchical system of power
and knowledge, transformed through the ongoing process of liberation and freedom. This
relationship is advanced in the academic association between teacher (oppressor) and student
(oppressed) whereby the teacher leads the student through the process of knowledge situated in a
narrated context (lecture) or curriculum (syllabus).
As the system of education lies in the public domain, teachers are required to promote an
array of pedagogies e.g., critical, public, feminist, cultural, in their classrooms to foster an
agency for liberating teaching and learning of all students. As a discourse, public pedagogy
fosters a culture of learning that goes beyond the classroom whereby learners construct
knowledge through daily experiences (Giroux, 2004). The public pedagogy of teaching (and
learning) centers on rising the consciousness of teachers and learners in a way that challenges
and questions the status quo of education. Much like Socrates, the existence of public pedagogy
is essential for creating a dialogue of questioning the ideologies of the traditional model of
depositing knowledge and passive learning.
Freire (1986) further describes this relationship as the “act of depositing,” in which the
teacher is the depositor and the students are the depositories (p. 58). Freire’s banking concept of
education knowledge depicts teaching as a false charity offered by the knowledgeable (teacher)
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to those they consider lacking knowledge (students). The transference of this knowledge gives
legitimacy to the didactic ideology of education as an oppressive institution. Additionally, Freire
(1986) argues that to reconcile the contradiction, both teacher and student must operate
simultaneously through a dialectic process that unfolds into pedagogy of action toward equity
and freedom – a pedagogy that is best experienced and demonstrated through authentic teaching
intended to transform content and curriculum into shared knowledge. Relating Freire’s (1986)
banking model to higher education, community college [faculty] operate in a similar manner,
depositing knowledge into students for the purpose of maintaining the capitalist model of
education for economic gain.
Although Freire’s (1986) critical pedagogy is highly centralized in process, others have
also offered ways of viewing critical pedagogy as an institution. For instance, Giroux views
public higher education (inclusive of community colleges) as a hostage to market-driven modes
of accountability, producing programs and degrees that are perceived to contribute to economic
profitability. Stemming from the neoliberalism era of the 1970s and 1980s, education is regarded
less as a public good versus a public right (Giroux, 2011; Labaree, 1997).
Labaree’s (1997) interrogation of the American education system [schooling] brings into
question the competing goals of democratic and political equality (public good); social efficiency
(public good); and social mobility (private good). In other words, does the pedagogical system
(teacher, curriculum, deposit of knowledge) of public education prepare citizens for public good
or competitive employment? Conversely, Giroux (2004) argues public pedagogy plays a
decisive role in producing a diverse cultural sphere that gives new meaning to education as a
political force capable of providing students with alternate modes of teaching, social
relationships, and culture rather than staying with the status quo of traditional pedagogies of
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teaching. Paradoxically, the status quo inherent in the traditional pedagogy of teaching is in
direct conflict to the ideologies of critical and public pedagogy, whereby the intellectual
(teacher) withdraws knowledge from the learner in a reflective, consciousness-raising and actiondriven process.
Giroux’s (2004) contention of schools as democratic spheres, teachers as public
intellectuals, and students as potential democratic agents of individual and social change situates
“public pedagogy as a powerful ideological and institutional force whose aim is to produce
competitive, self-interested individuals vying for their own material and ideological gain in
society” (p. 134). As such, new public pedagogies are not restricted to schools and educational
institutions but are “marked by a distinctive confluence of new digital and media technologies
that are growing concentrations of corporate power and unparalleled meaning-producing
capacities” (p. 135). The later argument suggests that the institution of education promotes
capitalistic prosperity, and not intellectual gain.
Guided by passion and principle, both critical and public pedagogy advocates helping
students develop a consciousness of freedom, recognize authoritarian tendencies, and connect
knowledge to power with the ability to take constructive action. Giroux (2011) theorizes critical
pedagogy as “reflexivity, bridging between learning and everyday life, understanding the
connection between power and knowledge, and extending democratic rights and identities by
using the resources learned from history” (p. 72). In this regard Kincheloe (2004) maintains, as a
profession, educators (as public intellectuals) must develop a critical complexity of subject
matter, pedagogical skills and knowledge in relation to the student. Learning from this evolving
complex pedagogy, educators are then able to re-examine the power structures of education,
constructing new levels of understanding, pedagogy, and informed action (Kincheloe, 2004).
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While not exhaustive or complete, these philosophical theories and approaches of
pedagogy take on many translations, applications and interpretations.

Constructing Pedagogy

Anderson (2009) defines pedagogy in three complex terms: pedagogy as an art, science
or profession. Mortimore (1999) suggests an alternate way of thinking about pedagogy as neither
science nor art, but as a craft with uncertain limits of predictability. Anderson contends the craft
of teaching is exhibited in the day-to-day operational practices of teaching disciplines (teaching
from experience), thus establishing a non-descript signature pedagogy that educators subscribe to
today. Stones (1989) proposes pedagogy as a slippery concept that goes beyond the craft
knowledge of teachers in an effort to unlock and analyze curricula (content and subject matter)
that creates a cross fertilization of teaching problems with pedagogy. Stones’s perspective
suggests that the quality of teaching lies in one’s ability to navigate a substantive learning
experience that enriches and values the learners’ ability to cognitively manipulate complex
abstractions that challenge learners’ way of thinking.
In other words, pedagogy is any “conscious activity by one person designed to enhance
learning in another” (p. 3). Merriam-Webster (n.d.) further defines pedagogy as a “professional
concern” that embodies a professional language that is technical and limited in meaning to a
specific profession. Expanding on this basic explanation, pedagogy can be regarded as the
science and art of education whereby the teacher develops conceptual knowledge and manages
the content of learning activities in pedagogical settings. In the profession of teaching, educators
do not exclusively exist in the domain of science or act as purveyors of art, but they pursue a
calling that necessitates specialized training and preparation. Educators are often defined by the
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conception of pedagogy as specialized knowledge, or craft, of the profession of teaching
(Anderson, 2009). Hence, the definition of pedagogy may be intertwined in all three views: art,
science, and the craft of teaching (Mortimore, 1999). Despite the brevity and complexity of
pedagogy, the phrase invokes its own difficulty such that the definition depends on the reader’s
assumptions about art, science and the conception of teaching.

Pedagogic Trinity
Crawford (2014) argues pedagogy, as an educational term, has been “incorrectly adopted
as a sector-wide synonym for teaching and learning in higher education” (p. 77). Partly because
the more correct term ‘andragogy’ better describes the interrelationship of teaching and learning
between and amongst teachers and learners in a higher education setting (Knowles, Holton &
Swanson, 2005), but the language of andragogy seems to be exempt from the higher education
nomenclature. A spectrum of prevailing opinions of how others define pedagogy (see also Bibby,
2009; Norton, 2014; Reid, 2003) infer pedagogy allows the personal and practical aspects of the
praxis of teaching.
Stemming from the controversial aspects of defining pedagogy, three definitional
components of teaching often situated in pedagogic research emerge: science, craft, and art.
These separate, yet intermingled concepts, can be thought of as a “mixed reflection of subject
disciplines, teaching norms, professional training biases, and professional practice preference,
i.e., academic freedom (Crawford, 2014). Figure 1 depicts the congruence of practice, reflection
and refinement, thus creating a pedagogic trinity.
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Figure 1: Pedagogic trinity of teaching (Crawford, 2014).
The science of teaching begins with the prescriptive theory of learning which leads to the
practice of teaching (Crawford, 2014). The craft art models are firmly based in grounded and
constructivist theories, respectively, where the teacher, as practitioner, adopts a cyclical process
of design, delivery and assessment of curricula and practice, concluding with a method for
refinement (Crawford, 2014). The central idea of teaching as a craft suggest practice leads to
reflection and refinement, whereas the art of teaching generally results in the sharing of teaching
practice (Brown & McIntyre, 1992; Crawford, 2014). Ultimately, pedagogy is necessary to the
development of the individual as a teaching professional. Anderson (2009) contends “teaching is
about personal responsibility to the students, the community, the institution and the future of
society” (p. 18), noting that educators often lose their personal identity as teachers amidst the
culture of pedagogy.
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Pedagogy: Culture of Teaching

The culture of pedagogy encompasses political, social and cultural influences that often
fight against the common culture of education: to educate, guide and develop citizens. Anderson
(2009) illuminates the culture of pedagogy as an “official culture represented by textbooks,
materials, administration and mandated curriculum; devoid of the inclusion of popular culture”
(p. 20). As a result, in many public education settings, the culture of teaching is relegated to
teaching less, while the world culture becomes richer and more complex (Anderson, 2009).
Conversely, in higher education, educators tend to draw from the popular culture to provide a
rich, robust and current dynamic for learning. Mortimore (1999) proffers, in part, the culture of
pedagogy and teaching can be characterized as what happens in the classroom: the interaction
and exchange of knowledge and learning between teacher and the learner/s; between and among
learners/s; between the instructor and the subject matter (content); and between the learner/s and
the subject matter (content). The cultural existence of pedagogy can also be observed as the
interaction and exchange of information (knowledge) that is hierarchical or non- hierarchical or
one-dimensional or multi-dimensional (Mortimore, 1999).
Within academic circles, the culture of pedagogy is often associated with teaching,
teaching styles, curriculum and classroom management (Dewey, 1916; Lusted, 1986; Mortimore,
1999). This divergence of teaching and learning (schooling) is expressed in the language of the
pedagogical discipline represented as “curriculum and teaching” or “curriculum and instruction”
or “curriculum and assessment”, depending on the philosophical influences of the higher
education institution (Anderson, 2009, p. 13). The culture of pedagogy, therefore, is about
teaching and concepts, whereas schooling is more about systematic or formal model of learning.
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While the role of schooling is contained in the topic of pedagogy, the role of the teacher is
ultimately defined by the culture of pedagogy; ergo curriculum reflects pedagogy (Anderson,
2009). For many public intellectuals this translates into modeling a culture of teaching or
demonstrating “teaching through automaticity that emanates from tacit expert, the central core of
professional behavior which encompasses the continuing effort to understand and articulate
one’s own practice” (p. 17).
Overtime, varying definitions, theories, and concepts reflective of the cultures of
pedagogy and teaching have emerged, strongly influenced by theories of education and
curriculum (Dewey, 1897); the cognitivism of Piaget, (1926; 1936; 1975); the socialinteractionist theories of Bruner (1966); the social and cultural theories of Vygotsky, (1962); the
theory of critical pedagogy (Freire, 1986, Giroux, 1997), and pedagogical content knowledge
(Shulman, 1987).

Toward a Working Definition of Pedagogy
Anderson (2009) expands pedagogy as “best defined through the lens of education, the
field of study that deals mainly with methods of teaching and learning in a formalized manner”
(p. 2.). Pedagogy is commonly referred to as a set of complex interactions that occur in the
classroom between instructor and learners, between and among learners, and between instructor
and the subject matter or context of learning in an educational setting (Bartlett, 2004). Equally,
the early affirmation of Compayré (1885) sets forth “pedagogy and education, like logic and
science, or like rhetoric and eloquence, are different through analogous things” (p. 1). As
education is a formal interaction between teacher and student, it is also a natural construct that
occurs through the influence of the social environment in which we live (Freire, 1986; Giroux,
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2010; Waring & Evans, 2015). Education is then a philosophy of history; whereas pedagogy can
be viewed as a set of premeditated actions that one person (teacher) exercises over another
person (student) to instruct them in the transformation of knowledge (Payne, 1904). Coinciding
with the earlier commentaries of education, teaching and beliefs, Green’s (1971) scientific
research established a connection of teacher performance and behaviors (actions) to beliefs,
arguing the actions of teachers are the result of objective (taught) and subjective (innate) set of
beliefs. Thus working toward a definition of pedagogy that represents a coalescence of
professional opinion, a plausible definition of pedagogy can be offered as the embodiment of
teaching that is best defined as the structured or unstructured, hierarchical and non-hierarchical,
multidirectional exchange of interactions and activities exchanged between and among
instructors and students in a learning environment designed to create new knowledge (Bartlett,
2004).
Cognitive Construct of Beliefs

Little will have been accomplished if research into educational beliefs fails to provide
insights into the relationship between beliefs…and teacher practices, teacher knowledge,
and student outcomes. (Pajares, 1992, p. 327)
Teacher belief is defined broadly as tacit, often unconsciously, held assumptions about
students, classroom, and the curriculum to be taught (Green, 1971; Kagan, 1992). Research on
teacher beliefs, attitudes, and perceptions has received increased attention in recent years (see
also Pajares, 1992; Richardson, 1993; Schoen, 1982; Thompson, 1992). Fenstermacher (1979)
predicted that the study of teachers’ beliefs would become the focus of educational research. In
line with Fenstermacher’s philosophical views, Pintrich (1990) suggested that beliefs would
prove to be the most valuable psychological construct to teacher education. Since the early
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commentaries on beliefs and teacher education, the concepts have borne very little interest from
educational researchers. Pajares (1992) contends, “The difficulty in examining teachers’ beliefs
has been caused by definitional problems, poor conceptualizations, misunderstanding and
confusion” (p. 308). Expressing the lack of clarity of thought and expression, Pajares states:
Educational psychology does not always accord its constructs such precision, and so
defining beliefs is at best a game of player's choice. They travel in disguise and often
under alias-attitudes, values, judgments, axioms, opinions, ideology, perceptions,
conceptions, conceptual systems, preconceptions, dispositions, implicit theories, explicit
theories, personal theories, internal mental processes, action strategies, rules of practice,
practical principles, perspectives, repertories of understanding, and social strategy, to
name but a few that can be found in the literature. (p. 308)
The confusion generally centers on the distinction between beliefs and knowledge – where
knowledge ends and beliefs begin (Clandinin & Connelly, 1987; Gess-Newsome, 1999).
Knowledge is most often described as evidential, dynamic, emotionally-neutral, internally
structured, and cultivated overtime with age and experience (Alexander, Shallert & Hare, 1991;
Hiebert & Carpenter, 1992). Nespor (1987) drawing from Abelson’s (1979) work with artificial
intelligence systems identified four characteristics of beliefs: existential presumptions, alternativity, affective and evaluative loading, and episodic structure. Nespor (1987) suggested that
beliefs are separate from knowledge such that beliefs have stronger affective and evaluative
components than knowledge and asserting that knowledge is constructed from personal
experiences and formal education or training.
Figure 2 provides an illustrative depiction of the factor that influence personal [teacher]
beliefs, and how factors construct knowledge which lead to individual behaviors.
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Figure 2: Teacher beliefs.
Fishbein and Ajzen (1975) define a belief as a “representation of the information
someone holds about an object or a person’s understanding of himself and his environment “(p.
31). Rokeach (1972) defined a belief as “any simple proposition, conscious or unconscious,
inferred from what a person says or does, capable of being preceded by the phrase ‘I believe
that….’ (p. 113). Rokeach (1972) further describes an attitude as an organization of beliefs,
whereas Fishbein and Ajzen (1975) define a belief system as a hierarchy of beliefs according to
the strength and intensity of that belief toward an object. Expanding this basic explanation, Block
and Hazelip (1995) explain that beliefs vary in strength and type and overtime form an individual
system or network of beliefs.
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Study of Beliefs
Studies have examined educators’ beliefs, attitudes and perceptions about students and
learning, content knowledge, and the role of the teacher (Green, 1971; Kane et al. 2002). As a
global construct, the underlying theory of belief is fundamental in the profession of teaching
(Green, 1971; Pajares, 1992). Green (1971) contends the purpose of teaching is to lead students
through a transformative process of learning. Inherent in that process, both students and teachers
come to the learning environment with a set of pre-constructed beliefs that seem plausible to
them. The transformative weight of these beliefs is evidenced by the teacher’s objective or
subjective beliefs associated with education, teaching, and learning, thus forming one’s
foundation for professional practice (Green, 1971). Fenstermacher (1978), commenting on the
work of Green (1971), concludes, the thoughts and beliefs of a teacher are external factors that
cause behaviors; however, the emphasis of effective teaching should not be based on beliefs, but
instead on the instructional actions demonstrated in the classroom.
Relating causation and behaviors, the case with which educators hold to or can change
his or her beliefs is strongly correlated with the strength and type of beliefs, i.e., objective or
subjective (Block & Hazelip, 1995; Fenstermacher, 1978; Green, 1971). Fenstermacher (1978)
argues the beliefs of teachers are subjectively reasonable based on the rules and policies of the
institution. In other words, beliefs and behaviors are predicated based on observation and taught
behaviors. The stronger the engrained belief, the more resistant the teacher becomes to change in
practice. This resistant is often carried forward, thus building a new systems of beliefs and
practice (Fenstermacher, 1978). Researchers studying teachers’ beliefs at the primary and
secondary levels (e.g., Bullough, 1997; Clark, 1988; Ethell, 1997; Fang, 1996; Nespor, 1987;
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Pajares, 1992; Richardson, 1996; Trumbull, 1990) have reached consensus regarding the robust
effect of preexisting beliefs (based on prior teaching experience) to classroom practices;
however, this level of relevance has not been thoroughly examined at the higher education level
(Entwistel & Walker, 2000; Kane et al., 2002).
Pajares (1992) describes the relationship of teacher beliefs and understanding teacher
behavior as “beliefs teachers hold influence their perceptions and judgments, which in turn,
affect their behavior in the classroom” (p. 307). Kagan’s (1992) research on teacher beliefs cites
significant evidence supporting the relationship of teacher beliefs and behaviors: “A teacher’s
beliefs tend to be associated with a congruent style of teaching that is often evident across
different classes and grade level” (p. 73); ergo, most of a teacher’s professional knowledge can
be more accurately regarded as a belief.
Pajares (1992) and Kagan (1992) describe a consistent, albeit complementary, view of
teacher beliefs and classroom practices; other researchers contend inconsistencies exist between
the two relational factors (e.g., Calderhead, 1996; Ertmer, Gopalakrishnan & Ross, 2001; Fang,
1996; Kane et al., 2002). Fang (1996) found little relationship between teachers’ beliefs and
instructional practices, suggesting that contextual factors interfere with teachers’ ability to
consistently apply their beliefs to classroom practices. Ertmer (2005) reported that teachers’
beliefs about classroom technology use did not always match their classroom practices. Despite
the fact that most of the teachers described themselves as having constructivist philosophies,
most teachers implemented technology using a variety of pedagogical strategies. When
confronted with the inconsistency, teachers accounted for these inconsistencies as contextual
constraints, i.e., curricular or institutional requirements or external pressure from academic
stakeholders.
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While not disputing these types of inconsistencies, Pajares (1992) suggests
inconsistencies in instructional practices illustrate the difficulties inherent in accurately
measuring the impact of beliefs on behaviors. Pajares (1992) concludes that because beliefs are a
tacit form, understanding teachers’ beliefs requires making inferences based on what teachers
say, intend, and do. As such, beliefs typically operate independently of cognition and knowledge;
that is knowledge is concrete, beliefs are feelings, and the challenge lies in determining how
cognitive factors impact beliefs.

Cognitive Factors and Beliefs

Since the 1970s there has been a growing body of evidence supporting how cognitive
factors influence faculty’s pedagogical beliefs and philosophies on teaching and learning in the
classroom. A preponderance of research has emphasized primary and secondary teacher
cognition (beliefs and knowledge), while laying the foundation for further examination of faculty
in higher education. Teacher cognition includes the knowledge, beliefs, and thinking of teachers
(Kane et al., 2002). According to Calderhead (1996), teacher beliefs, as well as teacher
knowledge and teacher thinking, comprise the broader concept of teacher cognition. Yet Kagan
(1990) notes teacher cognition “is somewhat ambiguous because researchers invoke the term to
refer to different products, including teachers’ interactive thoughts during instruction; thoughts
during lesson planning; implicit beliefs about students, classrooms, and learning; [and]
reflections about their own teaching performance” (p. 420).
Beliefs and perceptions of teaching, and what constitutes effective teaching generally are
formed early, often from observing instructors during secondary and postsecondary formal
education. The more inherited those observations become, the more ingrained they become into a
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person’s philosophy and pedagogy of teaching (Pajares, 1992). Thus experiences with teachers
during the course of educational careers contribute to cognitive behaviors that influence
decision-making with regard to pedagogical choices and goals for conveying student knowledge
and learning (Pajares, 1992). Calderhead (1996) sums up the cognition of teachers as an
assimilation of the craft knowledge that teachers construct regarding the praxis of teaching as the
result of their beliefs, attitudes, teaching experiences, and/or practice.

Beliefs and Practice

What educators do in the classroom is said to be governed by what they believe, and
these beliefs often serve as a filter through which instructional judgments and decisions are made
(Pajares, 1992; Cantu, 2001). Research has indicated that teachers possess a vast array of
complex beliefs about pedagogical issues (Khader, 2012; Mansour, 2008; Richards, 1998).
Specifically, Khader (2012) argues that accepting the nature and role of these beliefs is essential
to understanding the choices and decisions teachers will make. Researchers and theorists have
widely recognized that the educators’ pedagogical beliefs play a central role in their teaching
practices where these beliefs are manifested in the teaching methods, in choosing the subjects
and activities, in decision-making, and in evaluation in the classrooms (e.g., Borg, 2001; Dinham
& Blake, 2001; Handal & Herrington, 2003; Salmon & MacCyvers, 2001; Pajares, 1992).
Khader (2012) provides a comprehensive overview of current literature that represents
the viewpoints of beliefs in K-12 educational environment. Specifically, Mansour (2008) and
Richards (1998), describes teachers’ beliefs as being the most valuable in the psychological
composition of the teacher. Similarly, Tatto and Coupland (2003) believe that there is a pressing
need to define the concept of teachers’ beliefs, while recognizing that there is a difficulty in
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identifying a clear definition of the beliefs due to the conflict of views of researchers and
intellectuals. Barcelos (2003) sees that the beliefs are a form of thought that cover all matters that
we do not have a sufficient knowledge about but we have enough trust to work on. Haney,
Lumpe and Czerniak (1996) define beliefs in the teaching environment as the teacher’s
conceptions and his /her viewpoints on teaching and learning. On the other hand, Ghaith (2004)
sees that the teachers’ beliefs are holistic conceptions of several dimensions related to the beliefs
on education and teaching, curricula, and the teaching profession in general and that such beliefs
form the “education culture” that affects pedagogical objectives and values.
Menges (2002) suggested teachers’ beliefs influenced particular behaviors and
perceptions by acting as filters that can distort objective data. Munby (1983) asserts that a
“teachers’ beliefs and principles, albeit about appropriate knowledge, views on learning and so
on, together with his perception of the professional content in which he finds himself interact
with the text of the curriculum materials and the theoretic generalizations they carry concerning
views of learning, knowledge and so forth” (p. 3). Rokeach (1972) offers three assumptions
about beliefs: 1) an individual’s beliefs were not equally important as they varied along a
central-peripheral dimension; 2) the more central a belief, the more an individual would be
resistant to change; and 3) the more central the belief changed, the more widespread the
repercussions to the rest of the individuals’ belief systems.
Richardson (1996) pointed out that teacher’s beliefs come from three sources: personal
experiences of the teacher in general and teaching in particular, teacher’s experience as a student,
and the teacher’s knowledge of the school courses. This experience, according to Lortie (1975),
represents the acquisition of the teaching profession through direct observation, as it provides
teachers with information related to the teaching profession. This also helps teachers form
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personal (and specific) hypotheses on how teaching should be. From the viewpoint of Tsui
(2003), the perceptions and presumptions the teachers receive from this source may be
considered a very strong influence in affecting their pedagogical beliefs, whereas Fang (1996)
focuses on a group of factors related to school in the formation of teachers’ beliefs:
administrative support, attitude of colleagues, as significant factors that influence beliefs and
practice.
Cause and Affect
Researchers have showed a wealth of evidence that teachers’ beliefs affect their
classroom practices (Khader, 2012). Pajares (1992) summarized the results of research on
teachers’ beliefs by indicating there is a strong relationship between pedagogical beliefs of
teachers as well as their planning for teaching, teaching decisions, and classroom practices. He
adds that the pedagogical beliefs of teachers play a central role in the explanation of knowledge
and teaching behavior when joining the teaching profession. Pajares (1992) asserts these beliefs
are the strongest factors through which teaching behavior can be predicted. Ernest (1998) also
echoes that teachers’ beliefs have a strong effect on the teaching practices by converting those
beliefs into a practical reality. In the same context, Clark and Peterson (1986) purport that
teacher’s beliefs are a rich store of knowledge that may affect teaching plans and thoughts.
Khader (2012) reveals that although some studies (e.g., Nespor, 1987; Parmelee, 1992;
Van Zoest, 1994) have shown that the teachers’ classroom practices were inconsistent with their
beliefs, some researchers found that the teachers’ beliefs played an important role in the
classroom practices. Augmenting the earlier work of Green (1971), Fenstermacher’s (1978)
process-produce research on teacher effectiveness examines the subjectively held beliefs of
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teachers and how these beliefs impact student achievement. In line with this earlier research,
Brophy and Good (1986), Varella (1997), King (2002) and Farrow (1999) found that teachers’
beliefs affect their teaching abilities.
Additionally, Cronin-Jones (1991) found four main categories of teachers’ beliefs that
strongly affect the curriculum implementation process: 1) beliefs on how students acquire
knowledge, 2) beliefs about the teacher’s role in the classroom, 3) beliefs related to the level of
the student’s ability in a particular age group, and 4) beliefs about the relative importance of the
content topics. Cronin-Jones (1991) further contends that if the individuals are not able or are
unwilling to describe their beliefs accurately, this can lead to an error in effectively judging the
factors affecting their behaviors.
Mansour (2008) offers that although there is an extensive amount of research that
indicates teachers’ practices in the classrooms are affected by their beliefs, there is still a need to
examine teachers’ beliefs (conceptions) to clarify how beliefs affect teaching practices. In the
context of teaching, these beliefs act as filters, thus constructing a basis for acceptance (or
rejection) of new pedagogical beliefs and actions. In the domain of community colleges there is a
growing need to study the beliefs of the teachers to understand the factors that affect their
classroom practices and, ultimately, student success.
Chapter 3 explores the institutional system of higher education, while illuminating
pedagogy in the context of the community college landscape.

CHAPTER 3
EDUCATIONAL CONTEXT OF PEDAGOGY

Education in its basic sense is a form of learning in which skills, habits, and knowledge
are transferred in a cultural and social context (Dewey, 1916, 1944). Education, therefore,
frequently occurs under the guidance of others (teachers, professors, educators) or can be
autodidactic (Dewey, 1916, 1944). Pedagogy, much like the system of education, is a complex
affair, having many ways of writing and stating its history. Historically, the study of pedagogy
has been focused on the learning of, for, and by students (Payne, 1904). As a democratic and
liberal society, the practice of pedagogy becomes more and more necessary to ensure that all
citizens were instructed, educated, and thus became productive members of society. Pedagogical
practices operate on the context of institutions that carry great power in determining what
knowledge is of most worth. In other words, how knowledge is valued and how the
understanding of knowledge relates to self and to others acutely define the relative value of
knowledge (Spencer, 1884). Educators must then connect teaching as knowledge production as a
form of self-production and intervention of the social environment. In this regard, pedagogical
practices sanctions what knowledge is of most worth, what it means to know something, and
how students recognize themselves as social and political agents of change (Giroux, 2011). To
understand the milieu of pedagogical practices of higher education faculty, it is critical to
understand the profession of teaching in the context of pedagogy.
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Pedagogy through the Lens of Higher Education

Higher education has come a long way from the vision set forth by Thomas Jefferson. A
key transformation in the history of the American education system is the movement from an
agrarian society to an industrialized society. While previously a system of elitism, higher
education became a growing system of economic prosperity. The U.S. population grew as
immigrants entered the borders looking for opportunities of better employment and a better life.
Between 1830 and 1860, the population increased from 13 million to 32 million, with 4 million
as immigrants; many moved to urban areas increasing the demand for additional schooling and
vocational training (Webb, Metha & Jordan, 2007). Looking beyond the traditional elite fouryear universities, elementary and secondary schools began to establish more formal alliances.
Subsequently, postsecondary education evolved as part of this succession in higher education. It
is in this context that community colleges advanced as a practical alternative in higher education.
The higher education landscape comprises two major types of learning institutions:
universities (for-profit and not-for profit) and community colleges. According to current
statistics, there are over 7,000 institutions of higher education (four-year universities, community
colleges, degree and non-degree granting) in the United States, serving over 15 million students
(U. S. Department of Education, 2012). Up until the 20th century, traditional four-year
universities were the premier institutions of higher learning, reserved primarily for the elite and
privileged citizens of society (Cohen & Brawer, 2008). Today community colleges have emerged
as distinctive institutions within higher education, reflective of a unique history, mission and
identity (Levin, 2008).
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In the early 20 century, community colleges began to emerge as a part of the higher
education landscape. Formerly referred to as junior colleges, the origins of community colleges
can be traced back to the University of Chicago, with the chief goal of providing the first two
years of a college education to prepare students for the final two years of collegiate work (Urban
& Wagoner, 2004). The latter part of the 20th century gave way to community colleges as public
institutions of higher education that provided life-related and vocational studies that
complemented the traditional college-preparatory curriculum (Urban & Wagoner, 2004).
Amidst dramatic budget cuts, diminishing education quality, downsizing of the faculty,
and the need to revamp existing curriculum, today’s institutions of higher education operate as
corporate power’s apprentice by producing citizens who have achieved academic completion for
the purposes of becoming productive citizens through employment to meet the profit needs of
corporations. Giroux (2011) acknowledges this system of market-driven profit centers of
education weakens higher education as democratic spheres to serve the educational needs of
students and the good of society; therefore, community colleges, vibrant hubs of aspiration,
learning and workforce training are perceived to be the catalyst to strengthening the nation’s
workforce. Building a healthier and more competitive economy and sustaining a vital, inclusive
democracy, community colleges are the gateway to higher education in the 21st century
(American Association of Community Colleges, 2014).

Community College Purpose and Mission

As the largest and fasting growing segment of the U.S. higher education landscape,
community colleges provide a public good of democratic equality, social efficiency, and social
mobility (Boggs, 2011). Community colleges began as an extension of the American primary
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and secondary public school system (K-12) for the purpose of meeting the academic needs of
local citizens (Cohen & Brawer, 2008). The traditional mission of community colleges has been
to assist and serve a population of citizens that might not otherwise attend traditional college due
to a lack of finances, perceived deficient academic ability, low standardized test scores, or low
self-confidence or self-esteem (Baum, et al., 2013; Cohen & Brawer, 2008). While many
universities are competing for the high-academic student or research scholar, the community
college is focused on providing quality education to everyone regardless of the academic
standing or research capabilities (Evelyn, 2001).
To fulfill their missions, community colleges operate on an open door policy, providing
access and admission to all who apply. As a serving institution, community colleges enroll
approximately 40% of all private and public post-secondary students (Baum et al., 2013; U. S.
Department of Education, 2012). Community colleges are charged with teaching students
college-level material; yet a majority of the students who arrive as a result of the prevailing open
access policies do not possess the academic skills required to allow students to engage
successfully in college-level work (Baum et al., 2013). Thus, the open door policy creates a
challenging position for administrators, staff and faculty: providing effective education to
increasing student enrollments while at the same time attracting and retaining qualified faculty to
address the academic needs of a diverse student body (American Association of Community
Colleges, 2014; Lail, 2009).

Community College: Teaching Institution

Historically, community colleges have been revered as premier teaching institutions of
higher education (Barr, 1993). Attracting prestigious members of academia as well as practicing
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professionals from a myriad of vocational disciplines, community colleges have become
incubators for teaching in higher education (Wallin, 2010). In the past 20 years, many
community colleges have begun to refocus their missions and institutional roles to meet 21st
century educational needs; a shift toward a more open learning environment that ensures student
learning (American Association of Community Colleges, 2014).
In a 1992 study of 107 California community colleges, Barr observed the omission of the
word learning in their statements of mission and purpose. When used, the term learning was
often jointly used with the terms teaching and learning, suggesting that while learning is the
major focus of the institution, learning is performatively the direct outcome of teaching (Barr,
1993). Barr and Tagg (1995) contend, “a college is an institution that exists to provide
instruction’” (p. 13). Since the early study by Barr and Tagg (1995) a dominant paradigm shift
has occurred: from producing instruction to producing learning. This paradigm is depicted as
moving from an instructional paradigm to a much needed learning paradigm (Barr & Tagg,
1995).
The shift to a learning paradigm liberates institutions from a set of difficult constraints.
Under the logic of the instruction paradigm, community colleges suffer from a serious design
flaw: it is not possible to increase output (learning) without a corresponding increase in costs
(teaching) and any attempt to increase output without increasing resources becomes a threat to
the quality and effectiveness of teaching (Barr & Tagg, 1995). Ultimately the mission of the
community college is to produce learning (method) – a means to an end – that elicits student
discovery and construction of knowledge (product) in powerful learning environments
constructed by the instructional intellectual. Barr and Tagg (1995) contend the method and
process are separate, where the end governs the means and the institution takes responsibility for
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student learning. Taking this critical shift in institutional mission and purpose, community
colleges are devising mission statements that speak to learning and not simply instruction or
teaching (Barr & Tagg, 1995). At the center of this dynamic change is the institution’s most
valued asset – its faculty.

Framing the Context of Community College Faculty

After the student, the most important element in the community college is the faculty.
(Monroe, 1972, p. 245)
Faculty are the pulse and heartbeat of community colleges. Providing a wealth of learning
to thousands of students who seek matriculation and employment, community college faculty are
often overlooked in literature and undervalued as members of the academy (Townsend &
Twombly, 2007). Critical events in recent years have had a significant impact on how faculty are
perceived and utilized. Alexander et al. (2012) point out that amidst increased college enrollment
and public outcry for institutional accountability and quality of instruction, community colleges
are constrained by shrinking budgets to support these fundamental academic demands.
Educational system evidence indicates that the massive hiring of community college faculty in
the 1960s and 1970s has led to the retirement boom of the 21st century (Alexander et al., 2012;
American Association of Community Colleges, 2014). When full-time faculty positions become
available, community colleges are tasked with filling these vacancies resulting from the graying
of the professorate with full-time faculty.
An extant review of the literature indicates a widespread trend in higher education: an
increasing utilization of part-time faculty. Literature on the terms part-time faculty and adjunct
faculty often uses these terms interchangeably. While each faculty type provides a major
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educational and professional contribution to the organizational goals of higher education,
Beckford-Yanes (2005) argues there is a difference among faculty types. Part-time faculty are
consequently viewed as a contingent and expendable force critical in advancing the community
college mission of student success and achievement, but allowing colleges and universities to
quickly respond to the environmental changes without incurring the cost of full-time faculty
(Cohen & Brawer, 2008; Leslie, 1998; Wallin, 2010).
Several earlier studies define characteristics that represent full-time and part-time faculty.
Pedras (1985) contends that most part-time faculty are hired more for their professional aptitude
and less for their pedagogical preparation. Whereas Galbraith and Shedd (1990) provide
supporting evidence that part-time faculty demonstrated an absence of understanding relative to
concepts of curriculum, teaching and learning styles, teaching methodologies, student assessment
and pedagogical theories.
Gappa (1984) contends that part-time faculty members hold a prestigious place in
academia. While Jacobs (1998) asserts that part-time faculty have become a contingent and
expendable workforce that allows colleges and universities to quickly respond to the
environmental changes without incurring the cost of full-time faculty. Statistically, part-time
faculty ranks increased 91% from 1976 to 1995, while full-time faculty, during the same period,
increased only 27% (Sonner, 2000). It is therefore likely that more college classes are being
taught by part-time faculty versus those taught by full-time faculty (Burgess & Samuels, 2010;
Buyok, 2007; Townsend & Twombly, 2007; Twombly & Townsend, 2008). Opting to replace
full-time faculty with part-time faculty has become the business imperative for many community
colleges, an imperative that is likely to continue for some time (Wallin, 2010).
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Despite the increasing numbers of part-time faculty employed in higher education,
faculty members employed in today’s community colleges are perceived as a valuable source of
knowledge and professionalism. However, community college faculty are often depicted as less
qualified than their university counterparts (Cohen & Brawer, 2008; Townsend & Twombly,
2007). In fact 71% of all tenured, full-time faculty hold master’s degrees; 46% of all part-time
faculty hold the same credential (Townsend & Twombly, 2007). While often invisible, part-time
faculty play an integral part of the operational and institutional mission of community colleges,
but they are often undervalued for the knowledge and expertise inherent in their presence
(Alexander et al., 2012; Grubb, 1999; Townsend & Twombly, 2007; Wallin, 2010).
Recent empirical research suggests many faculty members, while qualified or
credentialed, lack the exposure to formal educational or pre-service teacher training intended to
shape pedagogy and practice (Beckford-Yanes, 2005; Twombly & Townsend, 2008). Many
educators share the common assumption that if a faculty member holds sufficient knowledge of
an academic discipline, then the faculty member possesses the ability to teach; however,
pedagogical aptitude is often absent (Wilkerson & Irby, 1998).
As institutions of higher learning continue this business imperative, independent bodies
of accreditation (i.e., Higher Learning Commission, North Central Learning Commission, and
state-mandated community college boards) are scrutinizing the ratio of faculty utilization, quality
of instruction, faculty credentials and levels of professional development as fundamental core
competencies of institutional accreditation (The Higher Learning Commission, 2014).
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Competencies, Characteristics and Skills of Community College Faculty

Teaching competencies are professional constructs developed and validated over time
and are seen through the lens of multiple stakeholders (Simpson & Smith, 1993). Competencies
identified by policy makers, administrators, educational experts and students place strong
emphasis not only on content knowledge, but also on teaching methodologies and instructional
practices. Astin (1985) states, “Students learn by becoming involved” (p. 36), and they expect
faculty to actively involve them in the learning process (Alexander et al., 2012). Many
community college faculty members enter the teaching profession as content experts, having
learned their discipline, trade, or skill any number of ways. However, the transition from industry
to instructor, as is the case with of many community college faculty members, or transitioning
from graduate school to the classroom, as is often the case with academic faculty; professional
teaching competencies must be acquired and successfully executed in the classroom (Burns,
Schaefer & Hayden, 2005).
There is considerable conceptual literature on characteristics of good teachers (see
Roueche, Milliron, & Roueche, 2003). Relative to the characteristics of effective teachers,
Chickering and Gamson (1987) explored the skills required for effective teaching by examining
the ways faculty members teach and the ways students learn, thus producing the Seven Principles
for Good Practice in Undergraduate Education. The researchers reviewed more than 50 years of
education and learning research, identifying practices, policies and instructional conditions
considered to reflect powerful and substantive educational experiences that positively affect
student learning outcomes. The resultant seven principles recognized student participation and
faculty interaction as keys to academic success.
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In subsequent research, Arreola (1995) made college faculty teaching one element of his
research. Agreeing with Chickering and Gamson (1987), Arreola asserts that as student
engagement increases, the probability of learning increases proportionately. Arreola, Aleamoni
and Theall (2001) further extended Chickering and Gamson’s (1987) work, asserting that in
order for faculty members to engage students, faculty needed to be versed in three areas:
professional skills and knowledge, expertise in the discipline taught, and instructional design and
instructional delivery. The latter is evidenced by the pedagogical knowledge and preparation
required for excellence in the profession.

Community College Teaching Landscape

Teaching is a complex profession, and the fundamentals of effective teaching are difficult
to define (Alexander et al., 2012; Braxton, Olsen & Simmons, 1998; Grubb, 1999). Researchers
offer definitions of teaching ranging from what an instructor does in the classroom to how and
what knowledge is transmitted and acquired by students and how students perceive the
effectiveness of faculty (Reeves, 2007). Pedagogy places the importance on the role of the
teacher in education. The teacher decides what students should learn, how students are taught,
and when the teaching and learning process will begin (Chan, 2010; Guffey & Rampp, 1997).
The professional skill of teaching embodies the methods, techniques, practices and
pedagogy associated with teaching, (e.g., lectures, lesson plans, activities, exercises, and
assessments) for the purposes of learning. Pedagogy is often viewed through a multiplicity of
instructional methods, teaching models, and instructional practices. How a teacher approaches
instruction is an essential area of inquiry in teacher education research, particularly the
pedagogical practices used to interact with learners, structure the classroom, and determine how
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content is delivered (Guffey & Ramp, 1997). Guffey and Ramp (1997) describe teaching as the
observed act of identifying, packaging, transmitting and evaluating knowledge shared with
students. In other words, teaching can be viewed as the actionable steps or process of
instructional delivery, encompassing the pedagogical methods of teaching (Haberman, 1982).
Methods of teaching, or instructional practices, are embodied in the general principles,
pedagogy and management strategies used for classroom instruction. An instructional method
can be defined as the process by which instruction occurs: lecture, class discussion, small group
discussion, simulation, experience, or individual project. Whereas a teaching method comprises
the principles and methods used for instruction. Commonly used teaching methods may include
class participation, demonstration, recitation, memorization, or combinations of these (Voltz,
Sims & Nelson, 2010). The pedagogy(ies) used to support varied learning environments are
similar in nature, i.e., an exchange and interaction of knowledge and learning between the
teacher (instructor) and learner (student); however, the methods employed to effectively meet
learning outcomes are all-encompassing and vary across educational settings (schools, colleges,
universities) and educators (Bailey & Card, 2009; Markel, 1999; Meyers, 2008; Yick, Patrick &
Costin, 2005).

Conceptions of Teaching

Conceptions in the broadest sense are similar to beliefs, attitudes, ideologies,
assumptions, perceptions, and values toward an object or action (Fishbein & Ajzen, 1975). The
conceptions that teachers hold about their teaching have been the focus of empirical study in
recent years (Eley, 2006; Samuelowicz & Bain, 1992, 2002; Trigwell & Prossner, 1994, 1996).
According to Eley (2006), “teachers' conceptions of teaching, and broad approaches to teaching
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reported by teachers, are both commonly found to range from teaching as information
transmission, to teaching as supporting students' own knowledge constructions” (p. 1). Further,
conceptions and approaches have been found to correlate, suggesting that there might be some
functional relationship between conceptions, beliefs, and actual teaching practices. .
Methods of teaching are relational and contextual in ways in which each method differs
from institution to institution (Postareff, Lindblom-Ylanne & Nevgi, 2008). Research has found
that most teachers differ in their perceptions and beliefs of pedagogical approach and
instructional method of teaching. Specifically, Samuelowicz and Bain (2001) suggest that
teaching in higher education environments is greatly dependent on the educational philosophies
and presumptions of the teacher. Additionally, researchers (e.g., Coffey & Gibbs, 2002; Kember
& Kwan, 1997; Light & Calkins, 2008; Postareff et al., 2008; Samuelowicz & Bain, 1992, 2002;
Trigwell & Prosser, 1993, 1994, 1996, 1999) have also found that faculty in higher education
utilize several conceptions (orientations, beliefs) of teaching that are demonstrated as either
teacher-focused or student-focused. Postareff et al. (2008) describe teacher-focused as a method
whereby students are “passive recipients of information which is transmitted from the teachers to
the students” (p. 30). On the other hand, the authors portray student-centered teaching as a way
of teaching that facilitates student learning. The authors postulate that knowledge is constructed
by the faculty and students are expected to learn the knowledge as presented with little or no
inquiry into knowledge.
Postareff et al. (2008) further asserts that all faculty members (full-time and part-time)
hold different conceptions of teaching. These conceptions have been shown to affect the way in
which faculty approach the instructional practices associated with teaching (Postareff et al.,
2008). The authors’ research focuses on self-efficacy and beliefs of faculty at the university
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level. Drawing from the work of Prosser, Trigwell and Taylor’s (1994) Approaches to Teaching
Inventory and Garcia and Pintrich’s (1991) motivation model for learning, Postareff et al.
examined the effects of pedagogical training on faculty’s approaches to teaching. Using a crosssectional sample of university faculty, the researchers constructed a detailed quantitative study,
employing a hierarchical multilevel model for purposes of data analysis. Comparing the results
from prior research (see also Postareff, Lindblom-Ylanne & Nevgi, 2007), the researchers noted
differences in conceptions of teaching and faculty self-efficacy. However, the researchers
reported the analysis was inconclusive due to the small number of participants in each group.
Despite the inconclusive findings and the environment of the study (university versus community
college), Postareff et al. (2008) provide significant insights into the positive and negative aspects
of pedagogical training on faculty teaching conceptions.
Additional studies (e.g., Kember & Kwan, 1997; Prosser & Trigwell, 1999; Samuelowicz
& Bain, 2001; Trigwell & Prosser, 2004) found the same broad orientations to teaching methods
(practices) employed in higher education in their studies on teaching orientations and
conceptions. Limited data were available on the different teaching conceptions of community
college faculty in the United States, affirming the need for additional research into community
college faculty perceptions and beliefs related to classroom instructional practices.
Knowledge in the Profession

The professional learning of teachers is an ongoing process of knowledge building and
skill development (Sykes, 1999). To teach all students according to today’s standards, teachers
cannot solely rely on beliefs, perceptions, or prior professional experiences, but they must fully
understand content (subject matter) in a meaningful way, demonstrating pedagogical knowledge
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to adequately meet the academic demands of learners in the 21 century. The premise of
professional knowledge suggests a development of skills, knowledge and a disposition that
fosters high standards of quality teaching and learning for both teachers and students (Sykes,
1999).
According to Kennedy (1999), “teaching is fundamentally a self-evident practice” (p. 54).
What to teach should be obvious based on a teacher’s understanding and knowledge of the
subject and what to do (how to teach) should be intuitive based upon the situation. Kennedy
(1999) further asserts learning to teach is the result of two components: knowledge acquired
from formal education and techniques and strategies developed from classroom experience.
The knowledge base of teachers is formulated in Dewey’s (1916, 1944) psychological
organization of curriculum, transformed by current disciplinary demands as rediscovered in
Shulman’s 1987 groundbreaking research paradigm of pedagogical content knowledge.
Emanating from the education reform movement of the early 1980s, Shulman’s model of
pedagogical knowledge frames the qualities, competencies, skills and traits that launch the
profession of teaching. Shulman (1987) posits pedagogical knowledge as the how of teaching,
generally acquired through education coursework and personal experiences. Content knowledge,
also defined as the what of teaching, is different from the knowledge of a disciplinary expert and
from general pedagogical knowledge; a knowledge that makes teachers educators rather than
subject matter experts (Shulman, 1987).
The early work of Shulman (1986) emphasized that teachers’ subject knowledge and
pedagogy were being treated as mutually exclusive. Focusing on K-12 teacher education
programs, Shulman (1986) argues that pedagogy has been accentuated at the expense of content
knowledge; ergo, pedagogy and content knowledge are linked and not separate elements of
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effective teaching. To address this dichotomy, Shulman (1986) introduced the notion of
pedagogical content knowledge (PCK). Originally situated as teacher knowledge to include
curriculum knowledge and knowledge of educational contexts, PCK includes both pedagogical
knowledge and content knowledge (Gess-Newsome, 2002; Hlas & Hildebrandt, 2010; Major &
Palmer, 2006). Shulman (1987) postulates that teacher knowledge comprises several layers of
knowledge: subject (content) and pedagogical. Whereas subject or content knowledge
encompasses the theories, principles and concepts of a particular discipline, pedagogical
knowledge consists of knowledge about the praxis of teaching, (i.e., teaching strategies;
classroom management; assessments and outcomes, etc.), concluding pedagogical content
knowledge for teaching is a function of both approaches (Shulman, 1987).

Views of Pedagogical Content Knowledge
In contrast to Shulman’s (1986) pedagogical content knowledge theory, Grossman (1990)
offers an alternate view as curricular knowledge. Curricular knowledge is content-based and
implicitly and psychologically organized. Grossman (1990) also identifies the limitations of
teaching from experience, stating that although experience is essential, it in itself is a sufficient
measure of successful teaching. In a 1990 study of six elementary English teachers, Grossman
found that the ability to employ pedagogical content knowledge was an important component in
the success or failure of new teachers. The results of Grossman’s (1990) study further revealed
that the new teachers were professionally prepared and were taught a specific psychologized
view of the curriculum. Therefore they concluded that pedagogical content knowledge for
teaching in a process manner is a function of these two approaches. In contrast to teaching in
higher education, Grossman (1990) argues adult knowledge is logical and not speculative; hence
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pedagogical content knowledge is intertwined with the content of the discipline and thereby
functions from a cultural (environmental) perspective. Grossman (1990) concluded learning to
teach is more difficult for teachers who do not have a pedagogical content knowledge base as a
foundation for successful teaching. Consequently, one cannot learn to teach in a progressive
scientific way without pedagogical content knowledge.
Pedagogical content knowledge is deeply rooted in a teacher’s daily work – intersecting
both theory learned during teacher preparation as well as experiences gained from the
professional activities of teaching (Solis, 2009). Much like Shulman (1987), Solis (2009) posits
the key to distinguishing a teacher’s cognitive ability lies at the intersection of knowledge and
pedagogy, or one’s ability to transform [content] knowledge into forms that are pedagogically
powerful and yet adaptive to a variety of student learning abilities and backgrounds. TurnerBassett (2001) further extends knowledge into a concept of teacher competency asserting an
amalgamation of knowledge fields are necessary for every teacher (i.e., knowledge of self,
knowledge of curriculum, knowledge of teaching strategies, knowledge of content, and
knowledge of pedagogy). The degree or combination of knowledge differentiates the competent
teacher (certified) from an excellent teacher (expert). The competent teacher partly combines
knowledge, whereas an excellent teacher makes uses of a combination of certification,
knowledge, and pedagogical skills that direct student performance (Turner-Bassett, 2001).

Pedagogical Content Knowledge and Higher Education
Shulman’s (1986) pioneering work provides a useful model of pedagogical knowledge
for post-secondary teachers. Over the past 30 years, the professional development of college and
university faculty members has emphasized a need for improvement in the quality of teaching
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(Major & Palmer, 2006). Credentials aside, many college faculty members are touted as experts
in their fields, espousing experience as knowledge; therefore, one’s pedagogical knowledge base
is less emphasized (Lenze & Dinham, 1994). As teachers continue to focus on pedagogical
knowledge that informs professional knowledge, teachers must develop a knowledge base that is
consistent with 21st century teaching and learning.
In the years since the adoption of PCK as a knowledge construct for teaching, research
into teachers’ understanding of subject matter knowledge within disciplines has proliferated
(Gess-Newsome, 1999). Morine-Dershimer and Kent (1999) posit that the most important aspect
of generic knowledge that impacts teaching is context-specific pedagogical knowledge.
Specifically, Morine-Dershimer and Kent (1999) contend knowledge is created through
reflection and the active processing of general pedagogical knowledge and personal content
knowledge, which includes personal beliefs about teaching and the teaching experience. The
authors assert that a critical and integrating aspect of pedagogical knowledge is contained in the
teaching experience, resulting in context-specific knowledge that assists teachers in curricular
and instructional decisions.

Contextual Filters Model
Research into the pedagogy of teaching, teachers’ beliefs, cognitive influences and
conceptions of teaching, raise the question of the relationship of teachers’ beliefs and teachers’
instructional practices. Utilizing the Contextual Filters Model (CFM) as a conceptual illustration
of how cognitive factors, prior experiences, beliefs and perceptions, and contextual knowledge
are intertwined with the planning function associated with instructional delivery, CFM represents
the pioneering work of Stark, Lowther, Sossen and Shaw (1991) on identifying faculty choices
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regarding curriculum, pedagogy, and intention of instruction. Originally published in 1991 at the
National Center for Research to Improve Postsecondary Teaching and Learning (NCRIPTAL) at
the University of Michigan in response to the assessment and quality initiatives of the 1980s,
CFM was developed for the purposes of a self-study tool for faculty course planning.
The NCRIPTAL Contextual Filters Model identified three content factors influencing
course planning (curricular) and pedagogical choices of college and university faculty (Dempsey,
2006). Stark et al. (1990) argue that the pedagogical choices are temporally the first and
strongest influences on faculty’s course planning decisions. Referencing CFM, Dempsey (2006)
describes three sources of pedagogical influence: 1) related issues of faculty background and
characteristics (labeled as ovals 1-4 in the Content and Background area); 2) content
considerations, faculty’s views of their academic fields (ovals 5-7); and (3) faculty’s beliefs on
education (ovals A-F). (see Figure 3)
The content influences were filtered through eight contextual filters that ultimately
influenced the process by which faculty developed courses but were perceived by faculty as less
influential than educational and discipline beliefs. The eight contextual filters of the CFM are
detailed in Figure 2, ovals labeled C1-C9. As outlined, the content influencers culminate in
decision factors that drive the planning and delivery of instruction.
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Figure 3: Contextual filters model of course planning (Stark et al., 1992)
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The next phase in the model draws on four curricula (content) decision indices identified
in Figure 2, labeled D1-D4. These decision indices illustrate the congruence of pedagogical
influences to decisions about course content and delivery (Dempsey, 2006). The expansion of
course decisions area of the CFM is shown in Figure 4.
According to Stark et al. (1991), “No single pattern or sequence of decision steps
characterizes the planning of all college instructors. But the darker arrows in Figures 3 and 4
represent sequences of steps in planning that seem to be more typical than those represented by
the lighter arrows” (p. 2). The indices indicated to what extent the content and background
considerations and contextual filters influenced curricular and pedagogical decisions. The
NCRIPTAL study “confirmed previous studies that course planning by college teachers is
closely related to enduring assumptions embedded in the disciplines and educational beliefs to
which faculty members have been socialized” (Stark et al., 1990, p. 430).
The CFM was subsequently validated through the work of Dinham and Blake (1991) to
examine course-planning influences with experienced university teachers. Their findings about
various faculty background characteristics (internal influences such as beliefs, policies, past
experience, and philosophy of teaching as influential factors in the course planning process) was
claimed to be validation of the Contextual Filters Model (Dempsey, 2006).
Expanding the work of Stark et al. (1990), Dinham and Blake (1991), and Portmann
(2000), Dempsey (2006) conducted a quantitative research study as a constructive replication of
work completed by Portmann (2000). Dempsey (2006) added a Section Four (Teaching and
Learning Issues) to the original survey of full-time faculty in Ohio’s public two-year community,
state, and technical colleges, thus providing valuable insight into current teaching and learning
issues of importance to full-time faculty at public two-year colleges.
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Figure 4: Expansion of the course decision indices from Figure 1. (Stark et al., 1991)
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The construct of pedagogical knowledge was explored to find fundamental truths about
education, comprehend what is currently known, create new ideas and visions for the future, and
put knowledge into action. The CFM model was used to construct a framework for faculty
beliefs, perceptions and pedagogical (classroom) choices and instructional practices. The
empirical research contained herein drew from this contextual framework to examine community
college faculty beliefs, perceptions, classroom practices and pedagogical content knowledge.

Summary of Literature

An exhaustive review of the literature was undertaken to explore the factors that affect
faculty’s perceptions of pedagogy and the consequential instructional teaching practices that
result from beliefs. Using a systematic approach, literature was reviewed and collected for this
study. Peer-reviewed educational research employed a variety of online sources and databases,
and educational publications as well as personal and professional resources. Online databases
included EBSCOhost, ERIC, JSTOR and ProQuest Digital. Search terms included community
college faculty; faculty in higher education; pedagogy; perceptions and beliefs; perceptions of
pedagogy; conceptions of teaching; scholarship of teaching and learning. The year range used
was from 1980 to present; however, earlier literature that provided evidence of pedagogical
beliefs and practices was also included.
The saturation of literature represented in this section focused on K-12 teachers;
however, the implications of the prior research affirm the unique human attitudes, beliefs, values
and perceptions of all educators’ curricular and pedagogical choices are affected by their past
experiences, beliefs and knowledge base as it relates to the profession of teaching. To bridge the
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gap of belief and practice, a relational understanding of pedagogy, knowledge and teaching is
essential.
It should be noted that although prior empirical research provides strong evidence of a
cognitive and behavioral relationship between teachers’ beliefs and actions, a large portion of the
literature was aligned with primary and secondary level educators, while little research has been
presented relative to the pedagogical perceptions, beliefs, knowledge base or teaching practices
of community college faculty, suggesting empirical research on this topic is necessary. Chapter 4
discusses the methodological approach intended to explore the associative phenomenon of
pedagogical beliefs and instructional practices.

CHAPTER 4
METHODOLOGY

Methodology establishes the systematic approach of inquiry in research (Schwandt,
2007). Schwandt (2007) further defines methodology as the theory of how inquiry should
proceed, involving “analysis of the assumptions, principles and procedures in a particular
approach to inquiry” (p. 193). In very general terms methodology can be carried out through
three broad, yet prescriptive, procedures or techniques: quantitative; qualitative, or mixed
methods. For purpose of this research study project, a qualitative research design was undertaken
to examine and understand community college faculty’s perceptions of pedagogy (teaching),
faculty’s beliefs, and instructional practices as well as how faculty perceptions and beliefs might
contribute to the institutional goal of student success (achievement and completion).
This qualitative study allowed an in-depth investigation of community college faculty
members’ understanding and conceptualization of pedagogy; a deeper exploration community
college beliefs specific to pedagogy (teaching and learning); the impact of lived experiences
related to beliefs and teaching; and instructional practices and behaviors of faculty in a
community college setting. Multiple data sources were utilized by the researcher to explore and
understand the case in its totality as well as construct an intensive holistic description and
analysis of the study. The theoretical framework of pedagogy, beliefs and instructional practice
provided the foundation of inquiry, while the Contextual Filters Model provided the conceptual
framework for exploration.
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According to Duffy and Jonassen (1992), the professional field of teaching links the
theories of behavioral and cognitive science (i.e., pedagogy) with instructional practices (i.e.,
teaching). Given community colleges rely heavily on the expertise, knowledge, and teaching
conceptions of its faculty, this empirical research seeks to add to the scholarship of faculty
beliefs and perceptions through the exploration of faculty lived experiences. Additionally, how
these factors influence the instructive process and how this knowledge can enable community
college administrators’ decisions in the hiring, retention, and professional development policies
and practices of the institution were also be examined. It was the responsibility of the researcher
to collect the data and to make sense of what was collected through interviews, documents, and
observations (Guba & Lincoln, 1994).
This chapter describes the methodology for the study; research design overview; research
sample description; study participants; data collection strategies, data analysis, ethical
considerations, research trustworthiness, and study limitations.

Research Questions
This research study culminates in the interpretation of data and findings. Maxwell (1996)
describes interpretative research questions as questions that ask “about the meaning of events
and activities [for] the people involved. Then process theory is generated through the
participant’s thoughts, feelings, and intentions” (p. 59). To capitalize on faculty members’
perceptions and beliefs related to pedagogy and instructional practices and behaviors, the process
of inquiry was guided by a central research question: How do faculty perceptions and beliefs of
pedagogy and teaching relate to their practice of teaching?
To further examine this phenomenon, six supplemental areas of critical inquiry were
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explored:
1. What are the prior experiences that lead one to become a faculty member at a
community college?
2. What is the range of understanding/interpretation/view of pedagogy in the community
college environment?
3. What do individuals see as important factors of pedagogy as it relates to teaching at a
community college?
4. What prior experiences contextual filters (e.g. prior teaching experiences, beliefs
about teaching, content knowledge, formal training, teacher preparation program,
professional development) do individuals bring to the classroom in terms of personal
or professional teaching characteristics that have led to teaching excellence in the
classroom.
5. What pedagogical practices (content methods) do community college teachers utilize
in the planning and decision-making processes relative to the instructional delivery of
course content?
6. What do community college teachers in the classroom (throughputs) believe are
central to effective teaching that influence student learning outcomes?
Appendix I provides a more detailed protocol used in each phase of the research design.

Research Design

A qualitative research design was used to explore answers to the research questions
constructed for this study. Qualitative research is a process-oriented methodology focused on
understanding meaning of a given social setting and the demands of the social setting in an
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attempt to inductively uncover the nature of a person’s experience (Creswell, 2009; Merriam,
2002; Strauss & Corbin, 1990) and has a long history in anthropology and sociology. It has
become an accepted method of inquiry in a variety of disciplines, including the social sciences
and education (Merriam, 2002). Qualitative research is especially useful in understanding
human experience, as it allows the perspective and voice of the participants to be explored and
understood in their natural context (Denzin & Lincoln, 1994).
Denzin and Lincoln (1994) strongly suggested that qualitative research belongs to no
one single discipline since it allows the researcher to use a vast array of methods when studying
social phenomenon. Bodgan and Biklen (2011) contend that through the use of qualitative
methods, research is able to develop in-depth inquiry that reveals data that are authentic,
descriptive, inductive and meaningful. There are five traditional research designs under the
broad umbrella of qualitative inquiry: phenomenology, grounded theory, ethnography, case
study and basic interpretive research designs (Creswell, 2009; Merriam, 1998; Mertens, 1998).
Interpretive research, as a research strategy, focuses on understanding the dynamic
present within single research settings. In the milieu of qualitative research, interpretive
research lends “understanding and interpretation of individuals at a particular point in time and
in a particular context” (Merriam, 2002, p. 4.) Interpretive research allows the researcher to
explore how individuals experience and interact with their social world. As such, researchers
are able to develop a deeper understanding of the constructed experiences of individuals, and
how individuals make sense of their associative experiences (Merriam, 2002; Mertens, 1998;
Schwandt, 2007). Merriam (2002) argues that the research design must be flexible and
emergent, responding to the changing conditions of the study in progress. The use of an
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interpretive approach allows for flexibility in the method of inquiry as well as tolerates the fluid
conditions of day-to-day instructional operations of the study participants.
Interpretive research uses an inductive strategy, collecting data from multiple sources
(e.g., interviews, observations, or document analysis), designed to bring out the detailed
perspectives that provide a rich descriptive account, that aligns the literature from which the
study is situated (Merriam, 2002). The primary reason interpretive research was selected for
this research project was to conduct empirical qualitative research in the area of community
college faculty beliefs and perceptions of pedagogy and how lived (prior) experiences influence
instructional practices and behaviors; an area of research that has been deficient in educational
research in recent times.
Qualitative methods, as noted, is an ideal methodology when a holistic in-depth
investigation is needed (Merriam, 1998). For example, Yin (1994) defines case study as “an
empirical inquiry that investigates a contemporary phenomenon within its real-life context,
especially when the boundaries between phenomenon and context are not clearly evident” (p.
13). Merriam (1998) describes the interpretive approach as the end product of an intensive
descriptive analysis of a given phenomenon or set of perceptions. In designing this research
study, my intention was to identify the phenomenon of individual perceptions and beliefs
associated with pedagogy and teaching. Using pedagogy as the theoretical framework and
faculty as the unit of analysis, the data collection, and analyses methodologies, the findings are
strengthened from varying viewpoints and behaviors.
An in-depth review and examination of the literature revealed that previous studies
conducted on teachers’ beliefs, conceptions of teaching, and/or instructional behaviors
employed a quantitative design (e.g., Coffey & Gibbs, 2002; Kember & Kwan, 2000; Prosser &
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Trigwell, 1999; Trigwell & Prosser, 1994, 1996) or a qualitative design (Dall’Allba, 1991;
Dunkin, 1990, 1992; Elbaz, 1981; Lortie, 1975; Martin & Ramsden, 1992; Norton, Richardson,
Hartley & Mayes, 1992; Samuelowicz & Bain, 1992; 2002), with fewer researchers employing a
mixed methods design (e.g., Buyok, 2007; Dinham & Blake, 1991; Gow & Kember, 1993; Kane,
et al., 2002; Nespor, 1987; Olson, 1981). Additionally, the vast majority of prior qualitative
research focused on primary and secondary teachers or faculty in universities, primarily with
institutions outside of the United States. For the studies that focused on community college
faculty, the research was specific to a single institution, teaching discipline, or subject matter and
did not include faculty perceptions, beliefs, or instructional practices. This gap in prior research
inspired a personal interest into more in-depth empirical qualitative research that considered the
perceptions, beliefs and instructional practices of community college faculty.

Object of the Study

In determining the object of the study, it is necessary to identify and define the object of
study, the unit of observation and the unit of analysis (Bernard & Ryan, 2010). In relation to case
study, the object of the study is the element of inquiry that establishes the study as a case study
(Merriam, 2002). The unit of observation is the level at which the data are collected; whereas the
unit of analysis is the level at which the data will be analyzed (Bernard & Ryan, 2010). For indepth interviews (i.e., case studies), the unit of observation becomes the individual or group
(Merriam, 2009). The unit of analysis uses well-defined characteristics of the case to focus the
analysis and is selected due to specific traits that are typical or atypical and are of significance to
the case (Merriam, 1998, 2009). Yin (2004) argues that the unit of analysis should originate from
the research question(s) and should support the process of maintaining clear focus, thus
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eliminating the risk of researcher’s lack of objectivity or unintentionally shifting the scope of
inquiry (Yin, 2009).
The components of this qualitative research study have been arranged on three levels: 1)
the object of study – perceptions of pedagogy, 2) unit of observation – community college
faculty, and (3) unit of analysis – classroom instructional practices and behaviors. The central
focus of the study is for this researcher to explore and to understand how experiences and beliefs
related to pedagogy shape community college faculty teaching practices in a natural environment
(i.e., classroom). In this research study participants serve a dual purpose as the case and the unit
of observation.
As with any research approach, there are limitations to using a case study methodology.
Case studies can be time-consuming or exaggerate “the whole, when they are, in fact, just a part”
(Merriam, 2002, p. 12). In addition Stake and Kerr (1995) report case studies as faulted and not
being generalizable. However, Merriam (2009) suggests that if case study is the best approach to
answer the research question(s), then the strengths of the case study will outweigh its
weaknesses. As the researcher, my goal of conducting a case study analysis was to expand and
generalize theories related to community college faculty’s pedagogical beliefs and instructional
behavior and not to enumerate frequencies of occurrences (Yin, 2003).

Researcher’s Role

In a qualitative study, the essential role of the researcher is to take on an outsider (etic)
role, while at the same time spending a substantial amount of time in the natural setting
(Merriam, 2002). Additionally, a secondary role of the researcher is to obtain data collection and
analysis to effectively understand a particular phenomenon from the participants’ (emic)
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perspective. Due to the inherent lack of structure of qualitative research, the primary investigator
must demonstrate a high tolerance for ambiguity, stress, patience and attention to tedious details
of the technical process of qualitative research (Merriam, 2002).
As part of the culture and sub-culture groups, my role as full-time faculty provided
convenient access to faculty members at the institution of study. Therefore, it was imperative that
my role as researcher remain free from bias or judgment, while at the same time being able to
establish a climate of trust and rapport, openness, honesty and candor with the study participants.
As an insider, I needed to adopt a research strategy of selection and inclusion of participants
outside of my immediate area of employment, with limited personal or professional ties to each
participant in an effort to facilitate the research study as an outsider. As an outsider (with insider
knowledge and experience), my personal and professional beliefs and biases of faculty
perceptions and instructional practices had to be bracketed, so as not to interfere with the organic
nature of inquiry. As outsider, I was able to go into the physical research setting, interact one-onone with each participant, and become one with the environment. Over a six-month period I
became the research instrument upon which knowledge was built through interviewing and
observation of each participant in his/her natural environment (classroom, campus setting) to
glean a richer and organic understanding of the data, thus absorbing answers to the questions
outlined in the research study.
Lastly, as a researcher, I wanted to better understand faculty’s perceptions and beliefs
regarding pedagogy and how these factors contributed to the institution’s goal of student success
and completion. However, I also knew that I had to identify and acknowledge my personal
views that were embedded in my everyday world. Specifically:
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1. Community college faculty beliefs and perceptions of teaching differ from that of
four-year university faculty.
2. Many community college faculty members lack pedagogical knowledge and
preparation.
3. Many community college faculty members lack an understanding and demonstration
of pedagogy.
4. Community college faculty members model teaching and are limited in authentic
teaching skills.
In my role as the researcher, these perceptions were bracketed in an effort to eliminate
subjective or personal biases and judgments while still allowing me to obtain data that would be
meaningful to the research project. It was my hope that the analysis of the data would be
informative to the Midwestern community college in its mission of student retention, student
achievement and student completion. As the researcher, my intention was to learn more about the
faculty experiences that shaped their beliefs, perceptions, ideologies, epistemologies, attitudes
and values as they related to their classroom practices in a community college setting. Lastly,
this researcher foresaw that the findings of the research study could build an edifice of
knowledge for community colleges and universities alike today and in the future.

Research Site

The research site for this empirical research was a single-site community college,
hereafter known as Midwestern Community College, located in the northwest suburbs of a larger
Midwestern city. Founded in 1965, the research site is accredited by two accrediting bodies for
effective community colleges. According to the latest demographic data (2012), from the
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Institute of Education Science (iPeds), there are approximately 14,706 students enrolled. The
institution serves a student population of 8,241 women (56%) and 6,465 men (46%),
representing two distinct age groups: 18-24 years old (62%) and 25 years and older (32%). The
ethnic composition of the student body is 56% Caucasian, 21% Hispanic, 15% combined
ethnicities (Black, Asian, Native Hawaiian/Pacific Islander), with the remaining numbers as
unclassified.
There were approximately 227 full-time faculty (206 tenured; 21 non-tenured) and
approximately 657 part-time (adjunct) faculty employed at Midwestern Community College as
of 2014. Of full-time faculty, 2.6% (n =6); held bachelor’s degrees compared to the 74.1% (n
=170) who held master’s degrees and 22.4% (n =51) who held doctorate level degrees. This level
of data was not available for part-time faculty. Ethnicity distributions across both faculty
classifications included African-American (2%; n=18), Caucasian (59%; n=521), Hispanic (4%;
n=36), Asian (4%; n=36); 32% (n=275) of faculty did not disclose ethnicity. Female teachers
dominated the system at 58.9% (n=521) compared to males only representing 41.2% (n=3363.

Participant Selection

The participants in this case study were selected using a purposeful sampling process.
Merriam (2009) states that purposeful sampling is based on the assumption that the researcher
wants to discover, understand, and gain insight and, therefore, must select a sample from which
the most can be learned. According to Patton (2002), “the logic and power of purposeful
sampling lies in selecting information-rich cases for the study. Information-rich cases are those
from which one can learn a great deal about the issues of central importance to the purpose of the
research” (p. 169).
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Participants for a qualitative study are largely determined by the phenomenon being
investigated as well as the objectives of the researcher for the study and the available resources
for the study (Patton, 2002). Patton argues, “The validity, meaningfulness, and insights generated
from qualitative inquiry have more to do with the information richness of the cases selected and
the observational/analytical capabilities of the researcher than with sample size” (p. 245). While
Patton (2002) asserts that there are more important factors than participant size in qualitative
research, he also recommends that the researcher include enough samples to provide acceptable
treatment of the phenomenon. For this study, the researcher sought to identify a population of six
to nine participants to fully explore the experiences and knowledge of each participant.
Since this study focused on community college faculty, it was crucial for the sample to
come from this population in order to discern pedagogical insights and understandings of
faculty’s beliefs and instructional practices. Ethical considerations of location, time availability,
demographic factors and role of participant were taken into account in the selection process. The
members of the participant group were identified across all strata of faculty: full-time tenured;
full-time non-tenured and part-time (adjunct) faculty from multiple academic disciplines. Each
faculty member (within each group and discipline) represented a single case. Faculty members
who taught at least one course within an academic year at the research site were considered for
study participation. The participant group included male and female, ages 35 and over,
bachelor’s degree and above educational level, and a cross-section of the income and
demographic profile of the institution.
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Recruitment Procedures

In an effort to identify appropriate faculty participants, a voluntary faculty forum open to
all faculty members was publicized by the institution and held in early January 2015. The forum
outlined the purpose of the research study with a call to action for voluntary participants.
Fourteen faculty members attended the roundtable. From the 14 attendees, 8 prospective
participants expressed interest in the study; each respondent received a Research Study
Participant Pre-Screening Form (see Appendix E) that was used as selection criteria for the
research study. To ensure a homogeneous sample, comprising participants from a variety of
disciplines, the criteria for selection was based upon three factors: discipline taught; faculty
status (tenure, non-tenure, or part-time); and time availability. Of the eight respondents, five
faculty members were selected, comprising two full-time, tenured faculty; one full-time, nontenured-faculty; and two part-time faculty. Five separate departments were represented:
Academic Enrichment (ESL); Career and Technical; Computer Information System;
Mathematics; and Physics. Each selected participant received a follow-up email confirming
selection and a tentative research schedule (see Appendix D). Upon acceptance to participate in
the study, participants received a Demographic Profile form (see Appendix H) and a consent
form (see Appendix F), outlining formal consent and disclosure of procedures, responsibilities,
and expectations of the study as stipulated in the Institution Review Board for the Use of Human
Subjects Research required by Northern Illinois University and the research institution (see
Appendices A, B, and C). Lodico, Spaulding, and Voegtle (2006) state that “informed consent is
based on the scientific realism framework where researchers know before a study begins what
measures will be used and what treatments will be given to participants” (p. 149).
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At the outset of the recruitment process, it was anticipated that a research group of six to
nine participants would provide the cross-section of employee types (faculty status; educational
background; professional background; teaching discipline; years of teaching). The initial
recruitment process yielded eight prospective participants, of which five were selected to
participate in the study. To fulfill the participant requirement it was necessary to seek additional
participants. Utilizing the faculty broadcast email list of Midwestern Community College and
following the recruitment procedures as outlined above, six perspective participants responded to
the second request for additional participants, of which four participants were selected. The
subsequent recruitment yielded one full-time, tenured faculty; one full-time; non-tenured faculty;
and two part-time faculty; representing the following departments: American Government;
Business Administration; English; and Supply Chain Management.
In this study neither institution nor participants’ names were used. Exact institutional and
faculty participants’ demographics have been withheld and replaced with pseudonyms to
preserve the confidentiality of both.

Data Collection

The purpose of data collection is to gain in-depth insight into a phenomena, group, object
or individual (Mertens, 1998). In qualitative research, the researcher is the instrument for data
collection (Merriam, 2002; Mertens, 1998; Schwandt, 2007). As the instrument, my essential
responsibility and role as researcher lie in the design of the questions, the order of the questions,
and what information is written down during the data collection process. For the qualitative
researcher, data collection and data analysis occur simultaneously (Strauss & Corbin, 1990).
Each is uniquely interwoven together because the analysis directs the sampling of data (Strauss
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& Corbin, 1990). The overall goal of this researcher in obtaining this newly acquired knowledge
was to make decisions about how the data would be used ether in research or for research
purposes.
In qualitative research there are many considerations for data collection. Bickman and
Rog (1993) divide data sources into major types: primary – people (surveys and interviews),
observations of events, documents (products), and assessments (tests) and secondary –
administrative records, prior research studies, extant databases, and various forms of
documentary evidence. Case study involves both primary and secondary forms of data collection
in an attempt to build a comprehensive view of the case (Creswell, 2009). In the data collection
phase of this research project, I engaged in multiple activities and participant interactions as
recommended by Creswell. Careful consideration was given to the systematic method of data
retrieval to build rapport with study participants as well as to record, manage, and store the data.
The data were retrieved in several forms to thoroughly build this research study: individual
interviews, observations, and document collection.

Individual Interviews

The primary source of data collection was face-to-face individual interviews. According
to Merriam (1998), the main purpose for conducting person-to-person interviews is to obtain a
special kind of information. More specifically, van Manen (1990) contends that at the root of indepth interviewing is an interest in understanding the lived experience of other people and the
meaning individuals make of their lived experiences. Seidman (2013) asserts interviewing works
best when stories are to be told, suggesting “social abstractions like ‘education’ are best
understood through the experiences of the individuals whose work and lives are the stuff upon
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which the abstractions are built” (p. 9). Due to the desire to gather in-depth understanding of
faculty perceptions and lived experiences, I utilized a modified version of Seidman’s threeinterview series technique, incorporating classroom observations as part of the interview series
(process/details outlined in the section that follows). Each research design was conducted over a
three to six week period, depending upon the participants’ availability.
Seidman (2013) suggests an interview length of 90 minutes; however, due to the
anticipated volume of data to be collected I modified the length of each participant interview to
last on average 45 to 60 minutes. Additionally, Seidman (2013) suggests spacing of interviews to
be three days to one week apart, over a two to three week period. This guideline was strictly
adhered to, with the exception of three participants whose teaching commitments could not
accommodate these timelines. Seidman notes, “It is almost better to conduct an interview under
less than ideal conditions than not to conduct one at all” (p. 25). In each case, I exercised
complete flexibility, accommodating interview or observation times as requested by the
participant.
To ensure neutrality, interviews were organized around a predetermined set of semistructured, open-ended questions (including follow-up) to establish a climate of openness,
providing encouragement in responses and establishing an opportunity for additional inquiry (see
Appendix I). My intent in the design of the protocol was to gather information about faculty
perceptions and beliefs about pedagogy and instructional practices in a community college
setting. Study participants were free to provide their own words, insights, and perspectives. This
standardized approach helped facilitate the organization and analysis of the data. Probing
questions were used to deepen the richness of the data being obtained and to give cues to the
interviewee about the level of response. This format allowed for flexibility in questioning while
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allowing participants to respond on a broader spectrum, thus adding additional insight and
dimension to the study. Based on the responses of each series of interviews, the researcher
reflected on the participants’ prior responses or activities noted in the observation or document
analysis phase of the research. This method ensured that new information was forthcoming, thus
establishing credibility for the inquiry of research.
Table 1 summarizes the aggregate number of participants, interviews, and average
interview length (in time).
Table 1
Aggregate Interviews
Interview Number
One
Two
Three
Total Interviews

Total Participants
9
9
9
27

Average Interview
Length
54 minutes
51 minutes
47 minutes

In Interview One participants were asked to describe the experiences that led to teaching
in a community college by reconstructing past experiences related to school, education and other
teaching assignments. In addition, participants were asked to discuss beliefs and perceptions
related to pedagogy specific to their instructional practices and behaviors. Interview Two was
conducted approximately 7 to 10 days following the first classroom observation. The purpose of
the second interview was to discuss details related to the participants’ observed actions/activities
demonstrated in the classroom in relationship to responses to statements made in Interview One
(i.e., prior experiences; pedagogical beliefs; behaviors associated with classroom instruction).
Interview Three (final interview) was held approximately one week after the second classroom
observation. The intent and focus of the third interview was to have participants reflect on their
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expressed understanding of pedagogy and demonstrated instructional practices as well as to
explore institutional hiring and professional development opportunities. The ability to make
sense of past experiences, perceptions, beliefs and pedagogical practices was intended to afford
participants the opportunity to assess individual instructional practices while at the same time
reflecting on areas of growth and professional development. At the conclusion of Interview
Three, each participant was provided with a Debriefing Protocol (see Appendix L) and was
reminded of the confidentiality of the study. All extraneous conversation was recorded as part of
the formal interview.
Classroom Observations
Observation is a research tool that …“1) serves a formulated research purpose, 2) is
planned deliberately, 3) is recorded systematically, and 4) is subjected to checks and controls on
validity and reliability” (Kidder, 1981, p. 264). Mertens (2010), citing Adler and Adler (1994),
describes “qualitative observation occurs in naturalistic settings without using predetermined
responses or categories of measurement” (p. 317). Observations are a major data collection
methodology used in interpretive studies to provide first-hand information (Merriam, 2002).
Additionally, observations present an effective strategy in qualitative research to obtain
information that may not otherwise be captured through personal interviews or other forms of
data collection. Since my research interests were also linked to faculty members’ instructional
behaviors as they naturally occur, classroom observations were incorporated as part of the
research design. As outlined in the participant selection section of this dissertation, each
participant was informed at the recruitment stage that two observations were included as part of
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the research project to be conducted between Interview One and Interview Two as well as
between Interviews Two and Three. Figure 5 depicts the interview and observation process:

Figure 5: Interview and observation process.
A total of eighteen classroom (instructional) observations were conducted over a fourmonth period representing two observations per study participant (nine total participants). The
observations were conducted in the late spring, 2015 (ten observations) and early summer, 2015
semesters (eight observations). Observations were conducted during the faculty member’s
regularly scheduled classroom time, lasting 60-to-90 minutes each, and were conducted on the
main campus of Midwestern Community College. The purpose of the classroom observations
were to exam the degree to which participants’ stated pedagogical beliefs and practices were
demonstrated in the participant’s natural environment (assigned classroom).
Participant observations were arranged in advance according to the participant’s teaching
schedule. In the initial observation, several participants inquired as to ‘how long will you stay’;
‘should I introduce you to the class’, and ‘are you going to evaluate me’?. This researcher
responded to all participant questions prior to the observation by stating ‘do what you normally
do in your classroom; this is not an evaluation but an observation of your teaching style,

89
techniques and practices‘ to ensure clarity of the process and that participants were comfortable
with the observation process. This researcher’s role during the observation process of data
collection was to conduct the observations as an outsider, with no advanced announcement of
arrival or purpose for the observation.
During each observation, participants’ instructional practices and behaviors were
assessed in line with data collected during the interview phase of data collection and are includes
as part of the analysis phase of this study. Special attention was given to the demonstrated
pedagogical practices of the instructor (methods and behaviors); instructor preparation;
instructional delivery; student engagement, and the classroom (learning environment) as
represented in Figure 6

Classroom
Environment

Instructor
Preparation

Instructional
Delivery

Instructor

Instructional
Methods

Instructional
Behaviors

Student
Engagement

Figure 6: Classroom observations.
Reflective notes were recorded during each observation using the Classroom Evaluation
Tool (see Appendix K) and were reviewed immediately for areas of inquiry or issues to be
discussed in subsequent interview sessions. In addition, student responses and reactions to the
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teaching practices were also observed and notated to explore the influence of instructional
methods on student learning and student engagement.

Document Collection

In qualitative research, documents provide a rich source of descriptive data of how the
individuals who produce the materials think about their world, providing constructive meaning to
the study (Bogdan & Biklen, 2011). Thus, document collection was cited as an important
reference point for activity that may not be directly evidenced via personal observation
(Merriam, 1998). Similar to primary and secondary data collection, documents can be
characterized on three basic levels: personal (produced by individuals for private purposes and
limited use, official (produced by organizational employees for record-keeping and
dissemination purposes), and popular culture (produced for commercial purposes to entertain,
persuade or enlighten).
The primary sources for document collection were participant’s course syllabi and any
additional curricular materials used in conjunction with the delivery of instruction. While 18
classroom observations were conducted, 12 individual syllabi were collected. Three of the nine
participants taught two separate courses, requiring two independent syllabi; the remaining six
participants taught two sections of the same course. Additionally, 24 course documents (lecture
notes, course exercises, readings, etc.), were collected as supplemental sources of data for
purposes of further data analysis and study findings (see Table 2)
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Table 2
Document Collection
Participant

Syllabi

Course/Resource
Materials
4
0
2
6
1

Amy
David
Jean
Lynn
Nicholle

1
2
1
1
1

Olsen

2

4

Phil

2

3

Ray
Sehr

1
1

2
2

Type
Lecture notes; course resources
N/A
Course readings; in-class handout
Course readings
In-class handout; video presentation;
demonstration
Lecture notes; course resources; inclass handout; in-class exercise;
demonstration
Course resources; in-class exercise;
video presentation; demonstration
Course resources; video presentation
In-class exercises; video presentation

This researcher’s primary use of the document analysis was to assess the communication
(contract of learning) to the student and to identify the instructional content (topic) for each
observation. As appropriate study participants provided the researcher with additional student
course materials prior to, or during the class observations.
Participants were asked to provide the course materials in advance of the observation.
Bogdan and Biklen (2011) view document collection as “supplementary data to see how the
documents get interpreted by real people instead of by an imaginary audience” (p. 133). This
researcher reviewed each syllabi to support/validate pedagogical practices, highlighting the
inclusion of several key curricular elements, e.g., course identification (section; meeting times);
participant contact information (telephone and electronic mail); office hours (hours of
availability); course description and outline; learning outcomes and objectives; instructor
expectations; institutional policies; student responsibility; grading structure (by assignment and
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accumulation of grade point); and course outline (weekly or cumulative). This researcher
acknowledges the importance of the pedagogical structure of the syllabus as the conveyance of a
learning contract between the instructor and the student; however due to academic freedom and
departmental requirements, the exact contents of each syllabi varied.

Treatment of Data

The data were gathered using a variety of methods, and caution was taken to acquire
authentic and organic data. Interviews were conventional in nature, with attempts to ensure that
interviewee time was focused and carefully used. Ethical considerations of privacy and
confidentiality were discussed with each participant prior to the first interview. To ensure
privacy, each interview was held at an undisclosed site at the research site; to ensure
confidentiality, pseudonyms were used in the audio recordings of the data being collected. All
interviews were audio-recorded using Philips Voice Tracer Digital Recorder (with speech
recognition software) – DVT2700. Audio-recorded interviews provided for accuracy of
conversation, thus permitting the researcher to be more attentive to the process of inquiry and the
interviewees’ responses. Transcriptions were completed using Dragon Speaking Naturally
software. Brief notes were taken to record important points to revisit and reflect on for followup and additional probing.
This researcher ensured that each interview would not pose a threat to participants and
that there were no breaches in confidentiality before, during, or after the completion of the
research project. Upon completion of the transcriptions, member checking was administered.
Each study participant received a copy of the transcript via email with a request to review and
confirm the accuracy and authenticity of the data collected. Of the nine study participants, six
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participants replied that they agreed with the information as recorded and transcribed, with no
edits, changes or revisions. After two attempts by this researcher, the three remaining
participants did not respond to the request for concurrence, acceptance, or rejection of the data
presented.
Each recorded interview, along with notes taken during the interview, were reviewed in
detail for identification and analysis of contextual themes that warranted further exploration.
Each interview was subsequently transcribed by a professional transcriber; however, coding and
analyzing the data were the sole responsibility of this researcher. Each observation was reviewed
and logged for comparative analysis to participant interviews. The collected data generated a
vast amount of documents. All interview notes, observation field notes, and course documents
were used in the final data analysis. All data were managed in an ethical and confidential
manner, maintaining strict privacy and storage of all data sources in a secure manner at all times.

Data Analysis

To capture the experiences and beliefs of faculty via the rich thick description associated
with qualitative research, the integration of ongoing data analysis for this study was required.
Merriam (2009) posits, “without ongoing analysis, the data can be unfocused, repetitious, and
overwhelming in the sheer volume of material that needs to be processed, and data that have
been analyzed while being collected are parsimonious and illuminating” (p. 171).
For purposes of this qualitative research project, a human science (lived experience)
inductive process of inquiry was used to examine community college faculty’s perceptions and
beliefs related to pedagogy and teaching as well as the incorporation of stated and observed
classroom instructional practices. van Manen (1990) describes the human science
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methodological approach of inquiry as a pedagogic approach that “requires a phenomenological
sensitivity to lived experience” (p. 2). As such, pedagogy requires the hermeneutic ability to
interpret the phenomena of the world to assess the pedagogic significance of a given situation
(van Manen, 1990). Such that teaching is a praxis associated with pedagogy and the phenomena
represented in the current research are faculty beliefs, perceptions, and behaviors related to
teaching, utilizing a hermeneutic interpretive approach of examining community college faculty
lived experiences perceptions, beliefs related to teaching in a community college presented a
plausible method of inquiry.

Strategic Approach and Procedures

A strategy of purpose is required to derive meanings from what the participants have said
about the inquiry of research under study. Data analysis in qualitative research is reported to be
an on-going process, occurring throughout every step of the data collection process. (Mertens,
1998; Miles & Huberman, 1994; Tesch, 1990). As such, data analysis is the systematic process
of searching and arranging the data representative of the unit of analysis under study (Bodgan &
Biklen, 2007). The unit of analysis contained in this research study reflected the phenomena
associated with faculty beliefs, perceptions, and instructional practices. van Manen (1990) asserts
qualitative research associated with the phenomenon of pedagogy requires hermeneutic
phenomenological reflection. Therefore, “reflecting on lived experiences then becomes reflective
of analyzing the structural or thematic aspects of that experience” (p. 78). The purpose and
outcomes of data analysis are therefore intended to discern new perspectives and insights into
what has been stated or observed about the human condition (Saldaña, 2013), or in the case of
this study, the participants’ lived experiences.
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Following completion of the interviews and review of the researcher’s reflective
observations, the audiotapes were cataloged and professionally transcribed. Each interview
contained details specific to the classroom environment that were important to understanding the
methods of instruction and the experiences shared by the participants and students. Additionally,
field notes generated from each participant classroom observation were captured through the use
of the Classroom Observation Tool (see Appendix K) and documented as an observation memo
for representation of study findings.
Analytical procedures consisted of organizing, identifying and reviewing through
relevant comparisons of data, after which the data were refined into categories through multiple
coding processes and included as part of the presentation of findings. Coding of the data was
important and allowed for a progressive process of sorting and defining the collected data, thus
ensuring organization of excerpts from the participants’ transcripts (Saldaña, 2013). A colorcoding system was used to categorize the data according to pre-determined areas of inquiry
generated from the research questions outlined in the study. Recurring words and phrases that
were common to most participants were cross-referenced, and on occasion, participants’
comments were aggregated in one or more code, category, or theme. The main themes then
evolved from the original codes emanating from the participants’ responses.
Preliminary theme analysis was constructed through the use of an open coding method as
a way to generate tentative connecting threads or patterns across all interviews. Using Seidman’s
(2013) recommended approach to analyzing qualitative data, excerpts from each transcript were
marked as “interesting and organized into temporary categories” (p. 127), also referred to as
classifying or coding the data. The process of analyzing the data was conducted through several
coding cycles. Saldaña (2013) asserts … “data are not coded – they’re r-coded” (p. 58), arguing
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the deliberative nature occurs by comparing data to data; data to code; code to code, code to
category, category to category and ultimately category back to code. Employing this process of
data coding, this research adopted Saldaña’s (2013) two-step method of cycle coding: First
Cycle and Second Cycle.
First Cycle coding represents the initial (albeit preliminary) process of dividing
participant words, phrases or narratives into subcategories. Saldaña (2013) identifies seven First
Cycle subcategories: Grammatical; Elemental; Affective; Literary and Language; Exploratory;
Procedural, and Theming the Date. Saldaña (2013) also suggests that is common to use multiple
coding methods in analyzing data. While each category is designed to identify specific
characteristics about the data, this researcher selected the Grammatical and Elemental method of
First Cycle Coding as the foundational approach to subsequent coding cycles. Grammatical
method provides for an analysis of grammatical language used by the study participants, while
the Elemental methods allows for the analysis of data as a bases for future coding cycles
(Saldaña, 2013).
Adopting Saldaña’s First Cycle Coding approach by combining grammatical and
Elemental methods, an initial categorization of data (open coding) resulted in 11 major
classifications of data, with more than 1,296 grammatical terms (codes) of narrative words and
phrases elicited during the interview phase of the research study. Due to the magnitude of codes,
this researcher further refined the data using second order, sub-coding incorporating eclectic
coding to assess the significance of the data and allow for the identification of duplication of
codes and categories, while at the same time discovering new codes or themes that were not
central to the primary focus of inquiry (Miles & Huberman, 1994; Saldaña, 2013). The higher
order codes, referred to as parent codes, while the sub-categories that share the same
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categorization are referred to as siblings (Saldaña, 2013). This re-grouping resulted in nine
parent categories and 111 sibling codes, representing 1,296 words and phrases.
Upon the completion of First Cycle Coding, In Vivo coding was used in the Second
Cycle Coding phase to assign literal coding to the phrasing of words, phrases and narratives
elicited from the participant interviews. According to Saldaña, the method of Second Cycle
Coding requires more analytical skills but is necessary to synthesizing, conceptualizing, and
building themes from the data. To insist in the refinement and accurate analysis of data, NVivo
software was used to identify duplication and similarities within data categories and coding
structures.
Final themes were identified through a multi-step process: Step 1, identifying the main
themes through the descriptive responses of each participant; Step 2, assigning codes to the main
themes; Step 3, classifying participant responses associated with each main theme; and Step 4,
integrating themes and responses into the presentation of findings (reported in Chapters 6 and 7).
Adhering to these prescribed steps, the emergent themes reflected authentic meanings and were
substantiated as verbatim from participant responses. van Manen (1990) suggests that the use of
themes brings meaning, thus clarifying the nature of human science (i.e., qualitative) research. In
an effort to gain profound understanding of the lived experience of the participants’ pedagogy
and teaching, I endeavored to uncover conceptual formulations and categorical statements that
represented the themes of pedagogy, beliefs, instructional practices, and the lived experience of
teaching in a community college setting.
A preliminary review of data revealed four higher order themes and fifteen lower order
themes: 1) pedagogy and associated areas of pedagogical context; 2) cognitive factors that
influence community college faculty’s instructional planning and curricular preparation; 3)

98
beliefs and perceptions of teaching and education’ and 4) experiences that transform beliefs
about pedagogy and teaching. Figure 7 details the corresponding higher and lower level themes
of this study:

Figure 7: Higher order and lower order themes. Note: Numbers in parenthesis denote higher
order themes; all other depicted themes are lower-order.
The first category focused on definitions of pedagogy and how participants viewed
pedagogy relative to the community college setting. The second category addressed the
pedagogical choices faculty utilize in the planning and preparation phase of instructional
delivery. The third category centered explored participants’ beliefs about teaching and the higher
education landscape. The fourth category focused on the on the academic and professional
experiences that transformed participants’ beliefs and instructional practices.

99
In analyzing the data, transcription laid the foundation for more in-depth analysis
(Saldaña, 2013) and provided intellectual ownership of and potentially strong insights about the
data assembled. Adopting Creswell’s (1998) original approach to qualitative research, I became
immersed in the details, as this gave me a deeper sense of the participants’ beliefs about
pedagogy and teaching as well as how the cumulative perceptions influenced curricular decisions
and instructional behaviors. Another reliable source, observation and document analysis, which
has been characterized as the “fundamental base of all research methods in the social and
behavioral sciences” (Denzin & Lincoln, 2003, p. 107) was used as a secondary data collection
medium. Through the incorporation of classroom observations and document analysis, I was able
to substantiate and validate participants’ interview responses, in an organic and natural setting.

Ethical Considerations

All research is concerned with producing reliable, valid, and knowledgeable information
in an ethical manner (Merriam, 1998; Mertens, 1998). As an insider, as well as an outsider, to
the research environment, I was able to establish visible credibility by building rapport and trust
with the study participants and ensuring strict adherence to the research schedule and protocol.
Through the use of member checking, participants had the opportunity to review transcribed
interviews to verify accuracy and/or to further amplify the context of their responses. Member
checking also included sharing field notes with study participants in an effort to verify data and
ensure proper and accurate interpretation. Unexplained action and observed behaviors were
discussed with participants to confirm understanding and interpretation by the researcher.
In establishing ethical standards in research, Guba and Lincoln (1984) equate credibility
with internal validity, transferability with external validity, dependability with reliability,
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conformability with objectivity and authenticity with quality of research. Merriam (1998) argues,
“the applied nature of educational inquiry thus makes it imperative that researchers and others
have confidence in the conduct of the investigation and in the results of any particular study” (p.
199). In the same regard, Firestone (1987) attests that the qualitative study (report) demonstrates
to the reader that the researcher’s conclusion makes sense.
In an effort to establish and maintain ethical standards throughout the research process,
thoughtful consideration and compliance were given to the guidelines, as established by the
Northern Illinois Institution Review Board for the Use of Human Subjects Research relative to
the design, topic selection, research design, methodological procedures, data collection, analysis
and interpretation and the way in which the findings are to be presented (also see Creswell, 2009;
Merriam, 1998; Mertens, 1998; Patton; 2002; Seidman; 2013). Regarding the topic selection, an
ethical concern could have arisen relative to my position as a faculty member of the institution;
with the potential for impacting study participants’ responses. From my position as researcher,
throughout the duration of the research project, the study participants did not express any
viewpoints related to risk, the integrity of the data, or issues of confidentiality.

Trustworthiness

Trustworthiness of the data was established through triangulation of data collection:
individual interviews; observations; and document analysis. Mertens (1998) explains
triangulation as the process of “checking information that has been collected from different
sources or methods for consistency of evidence across courses of data” (p. 183). Flaws of one
method can often be overcome by the use of another method. Thus, using triangulation of data
collection methods helped establish the validity of the study. Building credibility throughout the
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research process and establishing validity, transferability and dependability methods, combined
with triangulation provided for complete trustworthiness of the research study.
To further ensure ethical compliance and trustworthiness of data, I incorporated the
criteria set forth by Lincoln and Guba (1985) for producing scholarly, empirical research and
findings: credibility; transferability; dependability; and conformability.

Credibility

The researcher has a responsibility for collecting data so the information gathered can be
reconstructed in a way that is credible to the participants. Lincoln and Guba (1985) suggest the
researcher collect data that represents more than one view of reality. In this way, the researcher is
able to assemble and integrate the views (realities) that are recognizable to the participants.
Techniques used to establish credibility included 1) the researcher spent an extended time in the
field with the study participants (interviews and observations), 2) the use of member checking, 3)
the use of referential adequacy (using non-analyzed data to validate findings), and 4)
triangulation of multiple sources of data.

Transferability

Transferability requires the reader to be able to apply the findings of the study to the
situation or context (Guba & Lincoln, 1985). Transferability is further enhanced by the
researcher’s ability to include contextual information about self (as the research instrument), the
environment (context under which the research is being conducted), the processes used (methods
and procedures), and the participants of the study. Transferability was established through the
identification of self throughout the research study, through the in-depth description of the
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research site (i.e., geographical location, details of classroom, learning environments, etc.), and
the demographic profiles of each study participant to assist the reader in drawing generalizations
and similarities of the context under study.

Dependability

Dependability lies in the quality of replication. Therefore, dependability is accomplished
through documenting the research process and maintaining an audit trail of the methods and
procedures for future reference. Dependability was established through the use of a study
methodology that outlined each step of the methodological process. Lincoln and Guba (1984)
suggest the use of external audits to evaluate the accuracy and evaluate whether or not the
findings, interpretations, and conclusions are supported by the data. I conducted peer review of
the data with individuals who have extensive knowledge and experience of research methods and
methodologies used in qualitative research, specifically case studies employing inductive
inquiry.
Conformability

Conformability is the final criterion identified as contributing to the trustworthiness of the
data. Conformability addresses the extent the data, interpretation, and findings of the research
study are “grounded in events rather than the inquirer’s personal constructions” (Lincoln &
Guba, 1985, p. 325). In other words, the study should represent the phenomenon under study and
not the researcher’s experiences, beliefs, or biases. Developing conformability through the
review of data collection, transcript review, observation notes, reflection memos, peer reviews
and member checks removed this researcher from the findings. The objective removal of the
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researcher strengthens the evaluation of how well the data confirms the general findings (Lincoln
& Guba, 1985).

Conclusion

The elements of the research study (design, site, sample, participants) were provided as a
framework for the study. Data collection methods outlined by Seidman (2013) and data analysis
methods using Bogdan and Biklen’s (2011) and van Manen (1990) research were discussed. The
study’s ethical approach and verification processes are addressed throughout. Finally, through
this qualitative research study, community college faculty’s beliefs and perceptions of pedagogy
and teaching are illuminated as a critical factor to teaching effectiveness and student
achievement. Chapters 5 provides a brief overview of the study, the study participants, and the
process of theme analysis.

CHAPTER 5
FRAMING THE METHODOLOGICAL STUDY

This chapter presents the overview of the study, the participant profiles, and the emergent
themes that frame the findings of the study. Through analysis of the collected data—specifically
face-to-face interviews, classroom observations, and course materials—themes emerged
representing the participants’ views of pedagogy and teaching in evidentiary support of the
study’s central research question: How do faculty perceptions and beliefs of pedagogy and
teaching relate to their practice of teaching?
Additionally six supporting areas of inquiry were used to guide this study.
1. What are the prior experiences that lead one to become a faculty member at a
community college?
2. What is the range of understanding/interpretation/view of pedagogy in the community
college environment?
3. What do individuals see as important factors of pedagogy as it relates to teaching at a
community college?
4. What prior experience contextual filters (e.g. prior teaching experiences, beliefs about
teaching, content knowledge, formal training, teacher preparation program,
professional development) do individuals bring to the classroom in terms of personal
or professional teaching characteristics that have led to teaching excellence in the
classroom.
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5. What pedagogical practices (content methods) do community college teachers utilize
in the planning and decision-making processes relative to the instructional delivery of
course content?
6. What do community college teachers in the classroom (throughputs) believe are
central to effective teaching that influence student learning outcomes?
The findings of this study are presented in three parts: Chapter 5 provides an overview of
the research site as well as a profile of each study participant. It also details the development of
the themes. Chapters 6 and 7 provide detailed a description of each emergent theme associated
with the findings of this research study.

Site Description
The researched community college (Midwestern Community College1) was established
by public referendum in the Midwest in 1965 to serve the academic needs of residents
throughout four districts and communities. By the 1980s the college has expanded to 15
buildings and offered a range of associate’s degrees and certificate programs.
As one of the largest community colleges in the Midwest, the institution is a revered
premier community college, serving more than 40,000 students annually. The College’s
academic programs prepare students for rewarding careers and transfer to four-year universities.
Midwestern Community College offers associate’s degree, certificates, and advanced career
programs; workforce training; professional development; continuing education classes;
developmental education programs, and accelerated degree options for its student population.
The 200-acre main campus currently houses 19 buildings that are home to programs in

1

The research site name as well as all participants have been given pseudonyms.
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business administration, engineering, math, science, nursing, healthcare, manufacturing, arts,
hospitality, human services, dental hygiene, education, paralegal services and supply chain
management. In addition, the college has five satellite locations to serve the growing academic
needs of the community. The study participants are representative of the diverse backgrounds
(i.e., ethnic, demographic, academic, professional and teaching discipline) of the research site,
thus uniquely establishing a suitable landscape for this research study.

Participant Description

There were nine participations involved in this study. Study participants were
representative of full-time (tenured and non-tenured) faculty and part-time (adjunct) faculty
members. The participants were purposefully selected from across different academic disciplines
to enrich the diversity of participant perspectives. Disciplines included academic enrichment;
business administration; career and technical; computer information systems; English;
mathematics; science; and social science. Regarding gender, six faculty participants were male
and three were female. The study participants were acknowledged as instructors or professors in
this community college environment. The titles associated with each faculty member were
delineated by tenure status and length of employment. The range of years teaching in higher
education among the participants was dramatic, ranging from more than 20 years to one year or
less in higher education. Among the participants, the average years of teaching in the
community college were 13.
Participants were informed of the study (verbally and by electronic mail) and invited to
participate. Participation in the study was voluntary; data collection was initiated upon signed
consent. Faculty members who taught at least one course within an academic year and were
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currently teaching at the research site during the time of the study were considered for
participation. The following participant descriptions serve to introduce the study participants and
their backgrounds.

Amy

Amy is a full-time (tenured) professor at the college, and at the time of the study, has
been employed for more than 20 years. Prior to teaching at Midwestern Community College,
Amy taught various continuing education courses at local community colleges; however, Amy’s
career began in Computer Information Systems. She serves on various institutional committees
in a variety of capacities, member, chair, and pioneer. Amy holds a Master’s in Computer
Information Systems.
David

David is a newly hired part-time faculty, with faculty responsibilities in the Mathematics
Department. He had less than one year of teaching at the time of the study. Prior to coming to
Midwestern Community College, David had extensive experience in tutoring math at the
university level in addition to over 10 years of professional experience in civil engineering.
David holds a Bachelor’s in Civil Engineering and a Master’s in Mathematics.

Jean

Jean is a full-time, non-tenured instructor in the Department of Academic Enrichment,
with over 10 years teaching experience at the community college and university levels. Jean
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holds a Bachelor’s and a Master’s in Linguistics. While at Midwestern Community College, Jean
is involved in several institutional initiatives and shared governance committees.

Lynn

Lynn is a newly-hired part-time faculty with less than one year teaching at the time of the
study. She teaches in the English Department. Lynn has professional experience as a high school
tutor, but no direct higher education teaching experience. Lynn holds a Bachelor’s in Creative
Writing and a Master’s in Fine Arts.

Nicholle

Nicolle was a newly hired full time (non-tenured) faculty in the Business Administration
Department, with over 10 years of teaching experience. Prior to coming to Midwestern
Community College, Nicholle taught at several community colleges in both continuing education
and traditional college course formats. In addition, Nicholle had professional experiences in
small business ownership and corporate management while earning her Master’s in Business
Administration and a Master’s in Online Education.

Olsen

Olsen is a part-time (adjunct) faculty who has over 20 years of teaching experience at
both the university and community college levels. Olsen teaches both mathematics and business
statistics. Olsen’s background consists of a long stint in the United States military and as a data
analyst for several large consulting firms. Olsen holds three Master’s degrees: Business
Administration; Operational Research; and Statistics.
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Phil

Phil, a full-time tenured professor with over 20 years of teaching experience at the
university and community college level, had been recently promoted to the rank of full professor
at the time of this study. Phil teaches in the Sciences Department and serves as a member of
several institutional and departmental committees. Phil holds a Ph.D. in his discipline area.

Ray

Ray is a full-time associate professor (tenured) with over 20 years of teaching experience
at the secondary and higher education (university and community college) levels. Ray teaches in
the Social Science Division and is active in the shared governance of the institution, serving in a
leadership role on several committees and organizations. Ray holds a Master’s in Education and
a master’s in his discipline area.

Sehr

Sehr is a part-time (adjunct) faculty member with two years of teaching experience at the
community college level. Prior to coming to Midwestern Community College, Sehr tutored and
mentored university students during graduate studies prior to entering private industry. Sehr
currently works full-time in industry and serves as a consultant to the Career and Technical
Department. He holds a master’s degree in his discipline area.
Table 3 represents an aggregate profile of the study participants.
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Table 3
Study Participant Profile
Pseudonym Gender

Ethnicity

Age
Range

Education

Employment
Status

Title

Years*

10+
10+
10+

Amy
Jean
Phil

F
F
M

Latino
White
White

55+
36-45
46-55

Masters
Masters
PhD

Tenured
Non-tenured
Tenured

Olsen
David

M
M

55+
36-45

Masters
Masters

Part-time
Part-time

Nicholle
Sehr

F
M

36-45
36-45

Masters
Masters

Non-tenured
Part-time

Instructor
Instructor

6-10
1-5

Ray

M

White
African
American
White
African
American
White

Professor
Instructor
Associate
Professor
Instructor
Instructor

46-55

Masters

Tenured

10+

Lynn

F

African
American

25-35

Masters

Part-time

Associate
Professor
Instructor

10+
1-5

1-5

Note: Titles used denote employment status. Instructors denotes non-tenured or part-time faculty; Associate
Professor and Professor denotes full-time tenured faculty.

Emergent Themes
The findings are presented through the participants’ voices, which provide thick rich
descriptions that convey the full range of experiences and pedagogical perceptions of community
college faculty members’ pedagogical beliefs and teaching behaviors and how these factors
contribute to successful student learning outcomes. The transcribed interviews revealed 2,256
quotations that were filtered down to four higher order themes, and 15 lower level themes. A
microanalysis of categories was conducted to help the researcher analyze the data in a broader
and systematic way.
The findings are presented using the participants’ interview transcripts, highlighting
verbatim quotations to preserve the unique language, responses, and personality of each
participant. In the presentation of findings, researcher knowledge-building occurred as the
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participants shared their experiences that led to teaching in a community college setting.
Additionally, participants provided insight related to how these lived experiences have
transformed and shaped their beliefs and values of teaching and learning. Prior studies on teacher
beliefs (e.g., Khader, 2012; Pajares, 1992) suggest that an individual’s [teacher’s] prior
experiences and beliefs affect classroom practices, which provides the basic rationale for the
research study.
Connections among the data and themes were minutely reviewed, supported, and
systematically interpreted. The keen focus of the study participants’ words, phrases, and their
meaning was verified by the participants themselves. According to Strauss and Corbin (1998),
the interpretation of the words and phrases should focus on a range of plausibility; however, the
data should not be forced.
The findings and the themes that emerged present a detailed depiction of the participants’
responses to inquiries received in a series of three semi-structured interviews. This process of
inquiry allowed for open and organic dialogue on multiple topics that evolved from each
participant. In addition, this researcher was able to adjust and address subsequent interview
probes to capture the breadth of emergent topics and opinions of study participants.
In Interview One participants were asked to describe the experiences that led to teaching
in a community college, reconstructing past experiences related to professional, academic and
other teaching assignments. Also participants were asked to discuss beliefs and perceptions
related to pedagogy specific to their instructional practices and behaviors.
Interview Two was conducted approximately 7 to 10 days following the first classroom
observation. The purpose of the second interview was to discuss details related to the
participants’ observed behaviors demonstrated in the classroom in relationship to responses to
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statements made in Interview One (i.e., prior experiences, pedagogical beliefs, behaviors
associated with classroom instruction, etc.).
Interview Three (the final interview) was held approximately one week after the second
classroom observation. The emphasis of the third interview was to have participants reflect on
their expressed understanding of pedagogy and demonstrated instructional practices and to
explore professional development gaps and opportunities. The ability to make sense of past
experiences, perceptions, beliefs and pedagogical practices was intended to afford participants
the opportunity to assess individual instructional practices while at the same time reflecting on
areas of personal growth or professional development needs.

Theme Analysis

An analysis of codes revealed that participant responses were clustered in nine major
categories, with some overlap between categories: 1) students, 2) pedagogy, 3) beliefs (about)
pedagogy, 4) education, 5) teaching and learning, 6) instructional practices (behavior;
techniques), 7) teaching (teacher; instructor; faculty), 8) planning and preparation (instructional
delivery), and 9) student learning. A further microanalysis of each category and sub-category
revealed four higher order themes, and fifteen lower order themes connected to the central
research inquiry of the study: How do faculty perceptions and beliefs of pedagogy and teaching
relate to their practice of teaching?
Participant narratives evolved toward the inter-relationship of pedagogy, teaching, and
instructional practices. However, integral to the discussion of pedagogy was a grander
conversation of beliefs about pedagogy, education, and teaching. The interest of the researcher
was to observe a connection between the faculty members stated beliefs and their enactment of
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beliefs. In other words, in what ways were faculty members’ stated beliefs about pedagogy,
teaching, and learning demonstrated in their daily praxis of teaching.
As an extended process of inquiry, this researcher sought to observe the alignment of
stated beliefs and practices that were applied in the classroom learning environment, as
experienced in the actual classroom setting. Next, the category of planning and preparation was
key to understanding the cognitive filters (factors) that participants undertook in the instructional
delivery process. The participants expressed a high regard for the organization of the content,
instructional materials, and the students and self (instructor), providing narratives that connected
their beliefs to teaching and learning – i.e. what I believe about the teaching process, is how I
teach (what I do).
The participants’ responses were grouped in nineteen unique categories that represent
both higher order and lower order themes. Consequently, the data analysis revealed four major
themes with multiple associative lower order themes interwoven throughout the data reflective of
the central research question and the associated six additional areas of inquiry.
Theme One: Community college faculty members’ conceptualizations of pedagogy and
teaching.
Theme Two: Community college faculty members’ instructional methods and behaviors
that influenced student learning outcomes.
Theme Three: The nature and transformation of community college faculty’s beliefs in
practice.
Theme Four: Community college faculty members’ lived experiences that transformed
their teaching and learning.
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Situating the data around the four emergent themes provided a systematic way of
analyzing and interpreting the faculty’s perceptions, beliefs, and practices related to pedagogy
and teaching. In addition, several sub-themes emerged during the data analysis. The lower order
themes provide dimension, variation, and enhancement for each higher order theme. The
findings and associated themes are reported in Chapter 6 and Chapter 7.

CHAPTER 6
CONCEPTUALIZING PEDAGOGY, TEACHING AND INSTRUCTIONAL BEHAVIORS

This chapter presents the findings of two higher order themes and nine lower order
themes that emerged through data collection and are aligned with the central research question
and three secondary questions, specifically RQ#2, RQ#3, and RQ#5. The two major themes are
summarized below.
Theme One uncovers participants’ views and perceptions of pedagogy, teaching, and
instructional behaviors. These perceptions are further defined in terms of beliefs and how these
beliefs shaped the participants’ pedagogy of teaching.
Theme Two discloses participants’ academic and professional experiences that transform
pedagogical and instructional [classroom] practices and behaviors.

Theme One: Conceptualization of Pedagogy and Teaching

The conceptualization and understanding of pedagogy serves as an umbrella that covers
multiple higher order and lower order themes. Therefore, Theme One is represented as a higher
order theme with three supporting lower order themes that illustrate the participants’ perceptions
and cognition of pedagogy.
As a narrative, the topic of pedagogy was expressed extensively in terms of beliefs and
teaching. Specific to the theme of pedagogy, participant responses in this study were divergent in
nature, thus presenting polarized viewpoints, perceptions, and ideologies. Pedagogy as a
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construct has been defined by many theorists and researchers as the methods and approaches of
teaching and learning in a formalized manner, or more commonly referred to as a set of complex
interactions that occur in the classroom, between instructor and learners, between and among the
learners, and between instructor and the subject matter or context of learning in an educational
setting (Anderson, 2009; Bartlett, 2004; Dewey, 1944, Guffey & Rampp, 1997). For purposes of
this research, the term pedagogy relates to faculty members’ beliefs, perceptions, and
understanding of the theoretical and operational processes that encompassed the praxis of
teaching in a community college setting. The primary focus for establishing this process of
inquiry was to situate a narrative for the faculty’s beliefs and perceptions associated with
pedagogy.
Several participants provided detailed explanations of pedagogy, providing explanations
of pedagogy as “shallow” (Phil); “theoretical” (David); “philosophical” (Olsen); “operational
(Ray); and “prescriptive” (Nicholle). Specifically from the view of a full-time tenured faculty
Phil stated, “Honestly, my understanding, I would say is very shallow at best.” Providing a
theoretical and philosophical viewpoint, David stated,
I think of pedagogy as more theoretical in terms of what will work….Teaching can be
just going into the classroom without a particular philosophy or theory behind what
you’re doing... I think pedagogy is a little more insightful then just plain old teaching.
Many study participants contended that the terms theoretical and philosophical are
synonymous; however, Olsen expounded on the philosophical nature of pedagogy: “without
knowing the definition and not being an education student, I think it is the underlining
philosophy that shapes how people teach. I think pedagogy is the basic philosophy or
philosophies that dictate the operational aspect of teaching.” In defining the term as operational,
Ray declared: “Pedagogy is just trying to figure out how you are going to reach the students.
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What methods or methodologies are you going to use to reach the students?” Similar in nature,
Phil provided a richer definition, “But in general, one of the broadest definitions seems to be
kind of the methodologies of teaching and best practices for content delivery.”
Alternately, Nicholle offered a prescriptive analogy of pedagogy as a set of rules and
standards that guide the practice of teaching.
I view it [pedagogy] as an outline, a guideline. I guess to some degree a set of rules. The
approaches that teachers should be using, kind of having a pedagogy is having a standard,
but there is a lot of leeway in that standard. So I think to be consistent, I think pedagogy’s
prescribed and teaching is your own. So that’s -- but you have to include pedagogy in
your teaching.
Providing a similar prescriptive approach to pedagogy, Olsen related teaching to his military
experience: “my view of pedagogy has a lot to do with the three words in the Army that I ran
into early on which state, there’s a Task; some Condition; and a Standard to be maintained or
achieved.” Phil saw pedagogy as “a term that gets thrown around a lot and seems to be used in
several different contexts depending on whom you might be talking about.” The prescriptive
approach of Olsen was observed during both classroom observations. Olsen arrived early for
class, organized the learning environment, and methodically went through the outline for each
class as detailed on the syllabus and course materials provided. This researcher observed from
the students’ reactions and interactions that this method of instruction was a customary
pedagogical practice.
While the combined responses of these participants may suggest that faculty embrace a
strong fundamental understanding of pedagogy. The collective responses of study participants
portray varying levels of understanding and viewpoints related to pedagogy that illuminates a
shared puzzlement of understanding. Throughout the study, participants consistently went back
to the term pedagogy, as several participants expressed indecision about the term or the
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operational use of pedagogy in the community college setting. For instance, Amy, a full-time
professor with more than 20 years of teaching experience at the community college level offered:
“Wow, I’ve never looked up the definition of the word, but it's like your approach to teaching -if that's what it means. I know I should be more versed on that because it’s the academic thing to
do.” While David, a newly hired part-time faculty, internalized his personal and professional
understanding similarly:
That was a foreign word to me before I came to Midwestern College; I didn’t know what
pedagogy was. But then when I found out that it was kind of like the study of how you
teach, how you deliver information to students. My understanding of pedagogy is student
teacher dynamics. I think pedagogy is the study of how to teach, or something like that
I’m not sure.
Approaching the topic from a similar vantage point, Lynn, another newly hired part-time faculty
member, questioned her understanding of pedagogy as a philosophical approach to teaching and
learning:
Well I think there are different kinds of pedagogies, right? Like that’s why it’s -- there
are lots of philosophies and ideas behind teaching. I think I understand it to mean the
science of teaching -- that’s what I take it to mean -- the theory behind it [teaching]. I
think pedagogy is the philosophy behind teaching – it’s more of a theory versus practical
and doing. It’s like when people say it’s different in theory, but it’s different in practice
and theory. Pedagogy is the theory; and then teaching is the practice.
The participants’ narratives reveal a wide array of understanding and conceptualization of
pedagogy. Emanating from their perceptions of pedagogy, participant discussions illuminated
additional subcategories that support the divergence of terminology and explanations of
pedagogy.
Constructing a Congruence of Pedagogy and Teaching

The theme of Constructing a Congruence of Pedagogy and Teaching emerged as an
important aspect of understanding associated with Theme One and is aligned with the central
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research question and Research Question 2: What is the range of
understanding/interpretation/view of pedagogy in the community college environment?
Pedagogy can be regarded as the science and art of education whereby the teacher develops
conceptual knowledge and manages the content of learning activities in educational settings
(Mortimore, 1999). Reflecting on the participants’ contemplative explanations, meanings, and
the importance assigned to pedagogy, the participants’ narratives can be viewed as a prescriptive
process of imparting knowledge from instructor to student from a philosophical, theoretical or
operational perspective. Pedagogy may also be viewed through the lens of an inter-relationship
between pedagogy and teaching. More specifically, within academic circles, pedagogy is also
associated with teaching, teaching styles, curriculum, and classroom management (Dewey, 1916;
Lusted, 1986; Mortimore, 1999).
To explore the perceptions and understanding of both constructs (pedagogy and
teaching), the participants were asked to describe the ways in which pedagogy relates to
teaching. Exploring the perceptions and understanding of both constructs, Amy emphatically
stated, “To me teaching and pedagogy are one in the same.” Similarly Jean responded, “I’m
going to say the same—pedagogy and teaching are the same.” While Phil added, “I view them as
living in the same neighborhood.” Although several faculty expressed consensus that pedagogy
and teaching are alike, the prevalent opinion among the participants points to distinct differences
between pedagogy and teaching. Providing reflective insight into the differences of pedagogy
and teaching, Ray declared:
In my mind I was thinking teaching and pedagogy are the same thing. In other words,
pedagogy involves teaching and reaching. Generally I thought of pedagogy as teaching
but then I thought there was another component, the reaching part. I guess it all comes
down to how expansive you consider the definition of teaching to be, and I’m still
working on that.
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Sehr expressed the similarity of pedagogy and teaching as
I think pedagogy is… teaching is part of pedagogy. But it’s a complete package of
teaching with certain objectives and benefits. For example, pedagogy is teaching but in a
very conducive, exciting environment that makes sure that the student really grasps what
you are teaching and then the teaching is fun. At the same time empower the students to
be able to contribute meaning to the whole process. Teaching is the educational part [of
pedagogy] the other part is the information part. When you are teaching you are
educating [the student], but at the same time you are giving information to the students,
which empowers the students.
Expanding his prior philosophical commentary on pedagogy, Olsen delved deeper into the
distinct differences of the two constructs:
Going back to my previous comment on pedagogy, I think the pedagogy is more of an
umbrella philosophy. And I think that some of the things that I said are a little bit more
operational. I would say teaching is actually the execution. Teaching is active. You and
I can have grand discussions about pedagogy, but I don’t know that I’ve had grand
discussions about this concept with my students in the classroom. So I think of teaching
as being active and very operational. And I think of pedagogy as being – I guess a bad
analogy -- but more Ivory Tower – and different.
In consideration of the data offered, the participants’ comments indicate a consensus of
pedagogy and teaching as separate, yet similar, constructs emphasizing teaching as a
fundamental and important component of pedagogy.

Importance of Pedagogy

The lower-order theme of the importance of pedagogy was distinctive in this study.
Within the framework of pedagogy, faculty participants attributed a level of importance to the
context of pedagogy and teaching. The awareness and understanding of pedagogy is fundamental
to engaging in the core tasks of teaching and the level of importance faculty assign to teaching
(Lowenberg-Ball, 2000).
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Research Question 3 addresses the importance of pedagogy, so study participants were
asked to define how important is it to understand pedagogy? Participants’ responses ranged from
importance as excellence in teaching, to importance to the instructor, to importance related to
student learning. In relating the importance of pedagogy to teaching, Nicholle offered: ‘I think
pedagogy is very important because that’s the driving part of your teaching.” Whereas David
stated: ‘I think pedagogy is important in that the faculty [should] understand what pedagogy is,
so that the teachers will be able to give students optimal learning experience.” Posing an
operational explanation of the importance of pedagogy, Sehr added: “Faculty have to understand
the standards; you have to understand what is prescribed to you; what you should be doing; so
that you don’t lose sight of that as you’re internalizing those standards and their prescriptions to
your teaching.”
In relative terms, Phil framed the importance “in terms of the nuts and bolts of say class
management and class pacing. I think it would be very important to have an understanding of
pedagogy. Pedagogy is something all faculty members should have a good working knowledge
of – it’s very important.” Phrasing the importance of pedagogy in a different light, Jean and Lynn
associated the relative importance of pedagogy as a factor of effective teaching. Jean suggested
that “actually teaching methodology and how students learn; that is the most important part I
think of teaching at a community college.” While Lynn expressed the importance vis-à-vis the
learning relationship between student and instructor, “I think it’s very important especially since
community college students may need more direction than traditional students….faculty need to
know how to get them there.”
Notably, David added an astute perspective of the relative importance of pedagogy,
teaching, and student learning:
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A person could teach, but not have sound pedagogy….In short I believe it is important to
have a pedagogy that creates a dynamic between the teacher and the student; and if your
pedagogy is sound, then that should make for a richer learning environment for the
student.
Nicholle drew a personal conclusion of importance:
I believe that pedagogy is important, but I don’t know how much time I spend thinking
about it upfront versus doing something first; and then how that fits into my views about
pedagogy.
Providing a broader perspective on the relationship of pedagogy to the community
college teaching and learning environment, Lynn contended:
I think it’s very important for us [faculty] to understand pedagogy at the community
college, because community college students are different. They [students] have different
needs and different issues. I feel like a lot of times community college teachers don’t
have the same --I don’t know how to say this correctly – the same set of standards. When
it comes to teaching their classes. It’s like a lot of spare parts. You have teachers coming
from everywhere; from every background. A lot of them [faculty] are adjuncts. It’s like
they [adjunct faculty] don’t have a common goal, where as in universities they [faculty]
do.
So it’s hard to have that underlying glue. Without that [glue] if the teachers are not in
accord with at least knowing this standard [pedagogy] of teaching -- this is how we do it - then it’s just kind of every man for themselves. I feel like universities more so will
have a culture and a more cohesive goal [pedagogy] for the teachers … so at the end of
the day -- even when you’re [faculty] teaching this, you know what you’re teaching.
In a similar statement of agreement, David concluded:
I think it’s important to understand pedagogy when you’re teaching in a community
college because in a sense, community college is different than a conventional university.
Community college teachers should understand that when you are teaching in a college
that has an open access policy, the pedagogy they [faculty] use might be different, just
based on the demographic of the student.
Pedagogy, as a theoretical concept, is best observed through the enactment of teaching
practices that foster student comprehension and learning. The relevancy of importance is, as
stated by the study participants, is therefore internalized in differing ways. Drawing from the
collective interpretations of the importance of pedagogy, participants’ illumination of importance
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elevates pedagogy as a critical component for the successful transference of knowledge. As
elicited in the participants’ narratives, the use of pedagogy provided a blueprint or a formula for
teaching.
During the observation phase of the study, several instances were cited as good
pedagogical practices. Phil utilized the art of demonstration and hands-on activity as a
comprehension check for student understanding. While Sehr and Nicholle used video
presentations and group activities as a process of student learning. The importance which faculty
allayed to pedagogy was evident in the process of instructional preparation, i.e., cognitive
process of preparation (what faculty thought about during the preparation process of instruction);
classroom management (arriving to class early; preparing the learning environment; setting the
agenda for learning); student engagement (acknowledging students by name; student-centered
learning methods). The study participants’ observed instructional behavior provide evidence of
pedagogy as an important and critical factor for engaging in the transference of knowledge
between instructor and student, thus establishing a learning environment that nurtures student
achievement.
Pedagogy as a Measure of Teaching

Another lower-level theme linking the effectiveness, quality, and excellence of teaching
emerged as another interesting category related to the importance of pedagogy. Drawing from
the enhanced narratives of pedagogy, the study participants situated effectiveness, or quality of
teaching, as a relational component of pedagogy. Thus, the participants explored the notion of
excellence and quality of teaching as an alternate way to define pedagogy.
Reflective of a difference in the meaning and understanding of pedagogy, the
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participants’ responses elucidated pedagogy in vivid terms as “good,” “excellent,” “effective,”
“bad,” “successful,” and “unsuccessful.” The variant terms associated with pedagogy give way
to an amplified perception and inherent belief associated with pedagogy by the participants. In
describing good teaching, David stated, “the essence of good pedagogy would be to have the
disposition as a teacher to connect with somebody that’s not interested in the subject.” Nicholle
stated, “I think good pedagogy has a lot to do with being progressive and just trying to create or
envision new ways that you can be even more effective as a teacher.” Exemplifying pedagogy as
excellent, Amy commented, “I believe that excellent pedagogy is the science of being able to
teach students in an effective manner”; whereas Olsen provided a connective narrative between
good or excellent pedagogy and teaching: “Well, I am not sure that I thought about good or
excellent pedagogy. But I have pondered upon what’s my view of being a good teacher….trying
to shape student learning….in an effective manner.
Conversely Olsen offered the reference of bad pedagogy as “one that is ineffective, or
does not improve student learning.” Phil provided a deeper examination of bad pedagogy in
relationship to the execution of teaching strategies: “If you read on specific strategies -- about
how good strategies that are poorly implemented aren’t really any better than poor strategies -maybe marginally better – but they are really poor strategies.”
In consideration of a holistic view of pedagogy, Olsen regarded pedagogy in terms of
effectiveness:
I think effective teaching is trying to help students that are trying to help themselves. For
me effective teaching is at the end of the semester, if I can have five or six students who
seem to get it, then my pedagogy has been effective. However, when I think about
effectiveness, quality and excellence, I am not sure if I view these on three separate levels
[of pedagogy], or three distinct things, but I think that under any condition effectiveness
trumps quality and excellence [of teaching].
Explicitly, Phil asked, “How do we measure the quality of teaching? Quality could be just a

125
comparison of what we do and how we do it.” Jean, in a separate interview submitted, “I don’t
think you can measure quality, because you could be an excellent teacher but still students fail.”
Parallel to Jean’s comment, David and Amy agreed that quality cannot be measured, “There’s
way too many other factors to just measure quality by student success only.” Demonstrating a
fundamental understanding of pedagogy and the use of instructional practices became a major
defining point for Sehr:
For me excellent teaching is part of excellent pedagogy. Excellent teaching is effective
teaching and involves excellent pedagogy that satisfies student learning needs. You can
teach them [students] based on the curriculum and everything, but they [students] might
not be fully satisfied or the learning may not meet all of their [learning] needs.
I think that effective pedagogy – if it’s really brought to the forefront [it] can really
change the way knowledge is imparted in terms of how instructors are educating students.
Once faculty understand this, and apply these concepts [pedagogy] they are going to be
very effective in improving the effectiveness of education.
The representative themes arranged under Theme One offer authentic and descriptive
responses that provided unique insights into the faculty’s perceptions and understandings of
pedagogy that align with the central research question and secondary Research Questions 2, 3,
and 5. The amalgamation of the conceptualized views of pedagogy and the congruencies of
pedagogy and teaching form foundational support for the importance of pedagogy in the
profession of teaching.

Theme Two: Instructional Methods and Behaviors

The teaching profession encompasses a set of methods, procedures and approaches
related to the delivery of course content to students, often referred to as instructional methods
(Trigwell & Prosser, 1994). Research into the pedagogy of teaching, teachers’ beliefs, cognitive
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influences, and conceptions of teaching raises the questions about the interrelationship of beliefs,
prior experiences, and resultant instructional behaviors.
Theme Two is situated around the participants’ reflective responses corresponding to the
instructional strategies and practices demonstrated in their daily praxis of teaching. Theme Two
comprises one higher theme and two lower order themes in support of the central research
question and secondary Research Questions 5 and 6. Specifically using the protocol for Interview
Three to elicit faculty participants’ perspectives on instructional practices and behaviors, Theme
Four emerges as an examination of the methods and methodologies faculty use in conjunction
with the design and implementation of instructional delivery.

Instructional Behaviors
A teacher’s beliefs tend to be associated with a congruent style of teaching that is often
evident in the instructional behaviors demonstrated in the classroom (Kagan, 1992). The
selection of content, curriculum, or course materials emerged as a sub-category of the planning
and preparation stages of instructional delivery. The faculty participants regarded the
organization of course materials as prepping for class. As a key instructional behavior, the
participants shared the process of prepping for class as an activity that occurs “subconsciously
and consciously,” “consistently and sporadically,” or “as time allows.” Olsen provided the
following as example of how effective organization and planning, as an on-going instructional
behavior, drive effective classroom practices:
And what I mean by that is that through organization, you set some expectations you
have some deadlines you expect certain things of the students you tell them here’s some
resources that you can rely on. I plan out the semester in terms of when tests are going to
be given and when I get the final grades in and if I get really off track, I’m going to be
screwed somehow. So to that degree, I’m a victim of my own syllabus, in that if I say I
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got to cover this, this and this today, or this section today, okay. I may adjust how much
or how little -- what kind of problems I give, but I don’t want to get too much off track. I
don’t mind getting off track a little bit, but I’m fairly rigid. I try to be as faithful as I can
about my planning so that the amount of time and energy and days I have, to carve out a
little extra versus a little less, or something like that, to make sure I am covering the
material effectively’.
Jean’s stated process revealed an approach to preparation based on student learning outcomes:
Well, first I think about what do they need to learn? Like what skills need to be learned,
that’s very first.’ I guess first I’m thinking about what, where am I with the curriculum?
What do they [students] still need to learn? What do we need to work on, and then I just
start right down in a row organizing the materials that we will use.
Nicholle presented a conscious and intentional view of organization and planning that
incorporated student learning and teacher-focused delivery: “So I do a kind of mental review.
What are the key things that I want to cover? And then what can I come up with for them to
actually physical do? What are we [the class] going to do in the time we have together?” Amy
taught in a technical area and detailed organization and preparation on a more comprehensive
level:
So before I told you I do all the preparation to get all the technical stuff ready, but not
only the technical the equipment ready. It’s also laying out whatever projects existing
code we’re going to look at. The PowerPoint presentation we’re going to look at; the
website we’re going to visit. And so I think about what are all the different resources that
I’m going to use in order to get the concepts across to the students.
And it could be code, it could be presentation, it could be a website and so then that’s
what I setup when I come to class so that it’s ready and I’ll either post it in Blackboard,
or have the website opened up or whatever it is that I need for that day. So I usually will
during the weekend some time I prepare for class, and even though I’ve taught the same
class for 15+ years. Again each class is individual and I get different input from the
student so I try to incorporate those things in my classes.
As new faculty, Lynn also shared her process of preparation as
thinking about what I want them to learn for that day. But definitely when you start any
section of material you have to plan from beginning to end how things are going to work
from a day to day basis; how you are going to cover the material so that you know where
you are going to end. And then the preparation gets into the reviewing of the material.
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In response to these probing questions, the majority of the participants identified students and
student learning as a primary consideration in the planning phase of content delivery. Following
a classroom observation, Ray stated, “I look at what it is I want the students to be able to do and
somewhat understand what they’re able to do. What I really want them to be able to do is to be
reflective learners.” Lynn, discussing a central concern of her beginning English class stated,
“My initial thought process … how do I get them to the next level so when they write their paper
these are not new skills that I’m asking them to do. Because I want them to succeed … so it’s
like I’m building blocks.”
Phil offered the process of consideration he takes when preparing and planning for the
delivery of instruction, which considers the content, students, and expected learning outcome.
I also consider, in the subject that I teach, doing examples for the class and giving the
class examples to do are a very big part of how I demonstrate the content to the students.
So I also try to make sure that I’m planning the examples such that the examples build on
each other and by the time I get to giving students examples; they’ve [students] seen a
couple of common situations and then they hopefully can start to apply the concepts on
their own.
The study participants taught in a variety of disciplines, utilizing an array of methods and
techniques. During the research study Jean often referred to teaching in her department as
discipline specific. Jean provided further insight into her department as the “xxx-way of
teaching” and “the pedagogy that we use is always student-centered.” Jean reflecting on the
discipline-specific use of pedagogy in her classes noted:
I mean so whenever I prepare for that class I take those basics that -- I mean because
that’s the job with [discipline] ….and then I’m thinking about how do I make it studentcentered? What can I do to put the students in the groups? What can I do to make
different types of activities so it won’t be as boring?
The participants’ vivid narratives illustrate how some faculty viewed the inter-relationship of
teaching and learning as a discipline-specific approach to teaching. Similar to Jean’s approach to
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student-centeredness, Nicholle approached instructional delivery from the perspective of the
entertainment value in learning:
When I think about the students I think how long will this entertain them for? Like how
long do I have? So then to break up what I’m doing to see how they are responding. I
think about the entertainment value – will they have a good time as we go through this
because I want them to have a good time because otherwise they’re not learning.
During the classroom observations, faculty participants demonstrated deep concern for student
success. Specifically Sehr concluded each lecture with follow-up key points through the use of a
formal lecture (PPT presentation), and a review of key points of learning for each chapter under
study. Additionally Olsen started the first observed class by returning the exam and homework
from the previous day, conducting a review of results with the students focusing on the responses
students did not correctly answer. This was observed as an attempt to acknowledge the students’
efforts and to encourage all students to continue to strive for success. Lastly, while observing
David’s classes, the instructor consistency checked in with students with “…. What parts are
clear or muddy? I want to make sure you are getting this before you go home and attempt to do
your homework.”
The interview excerpts, from a cross-section of participants, are reflective of the broader
concept of teacher cognition; that is the cognitive [planning] factors that influenced the student
learning outcomes. The dialogue among study participants regarding planning and preparation
provide evidence in support of RQ#5, i.e., community college faculty consider a variety of
cognitive factors when planning instructional delivery (methods and behaviors).
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Instructional Practices and Methods

Instructional practices and methods are the professional guidelines of the teaching
profession. As a lower order of instructional behaviors, instructional practices revealed a
multiplicity of classifications ranging from active/relevant learning tools, assessments/exams,
collaborative learning, lectures, project-based work, and teacher and student-centered learning.
Active learning tools were described by the study participants as interactive methods that engage
student learning and participation. Phil provided an example of an active learning tool he
consistently uses in his classes:
As opposed to using clickers, I prefer to color coded cards that have A, B, C, D on them.
When students use these cards and they have to hold up what their response; that forces
the student to own their answer whereas if it’s anonymous using the clicker system.
Students can answer anything they want and they don’t have to own it, they don’t have to
justify their answer they can just answer and be done.
Other examples of interactive learning tools were discussed by several study participants. Olsen
commented: “I try to have an interactive learning experience. I try to bring worksheets and
problems where they have to do the work.” Amy utilized hands-on demonstrations, whereas Jean
used techniques that complement the learning process for her discipline: “I use a lot of different
tools…like conversation partners.” David provided a bird’s eye view into a more traditional
method of instruction: “Math is a repetitive type of discipline; we do a lot of problem-solving
and board work.”
Sehr shared a collaborative learning method he used with his business students, “I give
the students a lot of practical applications -- real life examples. I also give them what is
currently going on within the business world so that they are able to relate to the concepts.”
Upon observing each of the participant classes, it was evident that each faculty member

131
demonstrated their stated instructional practices and behaviors as a part of the course delivery
process. One remarkable finding revealed was Nicholle’s admission that learning occurs for both
the students and instructor during the collaborative learning process:
I learn from my classes as much as they learn from me. That’s why I like to get my
students to talk because that’s when sharing your experience, sharing your ideas to
somebody, it’s not me who teaches you something today; it may be somebody in class
that actually says something and you go Oh… There goes the light bulb, ok, you got
that; and I try to use that in future classes…I’m learning too!!
In addition, several participants suggested that there is still a place in the learning
environment for more mainstream methods of teaching. In the traditional manner, Sehr
explained: “Just a straight lecture; you have your slides, sometimes you write on the board; just
lecture.” Olsen agreed, “I use about four or five slides in the beginning of the class. So for every
chapter there are slides; and I always try to pick out some slides that are the key items I want
them to look at during the lecture.”
Ray, supporting the use of the lectures, adamantly stated, “I know a lot of people don’t
like lecture, but sometimes when you are in a 101 class you have to have something to talk
about; and so you have to provide the basics in a lecture.” Nicholle shared a new variation of the
lecture as a discussion: “I like to think that I do a discussion versus lecture. I feel that there is
some information that I have to relay so it ends up being a little bit like a lecture, but I try to get
the students to talk. So I kind of feel like it’s a talking lecture.”
The depth of participant narratives provides evidence that community college faculty
utilize a variety of methods of instruction in the delivery of content, which are often associated
with their discipline, content, or faculty innovativeness.
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Perceived Effective Instructional Practices
Concurrent with the participants’ responses related to instructional methods and
classroom behaviors, a lower order theme regarding the effectiveness of instruction emerged. In
consideration of the diversity of disciplines represented in the study, the breadth of instructional
practices, as revealed through the participants’ narratives, gave way to an expansive discussion
of the effectiveness of instructional practices. Denoting techniques or practices that were deemed
effective or influential to student success, the study participants shared the following. Phil
underscored the use of the A, B, C card technique as an effective collaborative learning method.
He described the following scenario:
Now the other side of that in terms of helping the students in their understanding. One of
the things that I like to do in teaching is I like to break things up and not spend an hour
and 15 minutes talking. So I like to talk for a while, and then let’s do something else…..
And also I do think that it [collaborative learning] does help students to some degree
when I’m doing this and there are a blocks of answers there might be a group over here
that said “A” and a group over here that said “B” and a group over here that said “C.”
What I will do is I will ask the students to get up and move around the room and have the
discussion with someone that they didn’t talk to before…I think is very effective because
and then I can listen to and hear what students are discussing.
This activity was observed during Phil’s first classroom observation. When asked why he
chooses this method over the traditional clicker response system, Phil noted that using the A, B,
C method allows students to critically think about their responses, thus challenging the
conventional method of learning by rote.
In a related comment, Ray discussed his use of explorative learning: “I’m a big fan of
accidental learning and so we may go off on tangents and that’s fine. What I try to do is find a
way to let them [students] go off on their tangents and then work it back into our lesson point.”
This was observed during Ray’s second classroom observation when he intentionally forgot his
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lecture and began a query with the students regarding the topics to be covered. When questioned
as to the underlying method of probing, Ray responded, I like students to get there on their own,
I’m there to guide their learning.

Assessment

Within the context of effective instructional practices, a myriad of strategies and methods
that faculty used to evaluate student comprehension and academic achievement evolved as a
supplemental topic of discussion linked to Theme Four. Defined as the evaluation of student
learning, the participants described the various ways in which they used assessments procedures
to measure students’ course level outcomes. Nicholle and Sehr identified several types of
learning assessments. Nicholle described a new student-centered assessment technique that she
began using as a result of a professional development seminar on student engagement:
I have them [students] do self-evaluations. I started that last semester; this is the
beginning of assessing them to see if they actually learned anything…. Self-evaluation is
when you [students] sit down and you write what you do in this week; what do you think
you learned; how can you apply this to your everyday life right now, not in the future.
But that was also a learning moment for me also; it’s an overwhelming assignment, but I
love it because I can tell what they learned!!
Sehr described his approach for assessing students as being focused on practical application and
knowledge retention:
Because at the end of every class I do a recap. My recap is asking them [students] what
have you learned today or I ask specific questions on the main topics and then I do my
recap. What I’ve realized is that most of the time that the recap is over 90% in terms of
the impact of knowledge. If they [students] really want to gain knowledge, so the effect is
always about 90% in terms of understanding the concepts and principles and then how it
[knowledge] applies to the expectations. I realized that the recap had a higher rate and
then the assessment the following week is still high, but slightly lower maybe just 5%,
which is still good!
Lynn and David are both new instructors who teach in traditional disciplines, English and
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Mathematics, respectively. Lynn described a more traditional method of assessing student
learning in her discussion of critical-thinking and analytical skills.
But for me [my discipline] is more so about teaching people how to think. Pulling out the
reasoning skills and the analytical skills that they [students] already have and then in
helping them to recognize where they have them [skills] and helping them to practice
using them, then you’re helping them to hone their skills, but it’s a very backdoor
roundabout kind of way.
David often referred to the methods he had experienced as a student, often referencing the
methods that left an impression on him as evidence of good teaching. David explained the use of
board work and repetition as an assessment technique that helps the students learn the material.
One of my techniques is what we did in grad school. Once I explain a problem then I’ll
write a problem down so that the students can do it to make sure that in class they
understand it. It’s beneficial if the students understand in the class, so they ask questions,
but if they didn’t get it in class and you give them homework without the opportunity to
see if they even understand it then sometimes if they don’t know it, they won’t do it.
These participant responses provide encouraging evidence that community college
faculty rely heavily on multiple teaching methods in an effort to deliver effective methods of
instruction that may foster enriched student learning outcomes. Furthermore, the observed
instructional behaviors utilized by the study participants during the time of classroom
observation provides additional evidence of the diversity of instructional methods. Specifically,
Lynn and Ray utilized a modified lecture as the primary method of knowledge transfer. Jean
employed a learning-circle approach to collaborative learning. Amy, David and Phil
demonstrated a hybrid hands-on instructional technique as an effective approach for student
learning. While Nicholle, Olsen and Sehr incorporated a peer-to-peer method of knowledge
exchange and assessment. These descriptions of instructional approaches, methods, and
techniques reveal the breadth of teaching behaviors and practices in use at Midwestern
Community College that respond to the scope of inquiry as presented in RQ#5 and RQ#6.

135
Student Engagement

Student Engagement emerged as another lower order themes associated with the higher
order theme of Perceived Effective Instructional Behaviors. Within academic circles student
engagement is viewed as the conditions that support student success. Chickering and Gamson’s
(1987) Seven Principles for Good Practice in Undergraduate Education emphasize contact
between faculty and student as the most important factor in student motivation and involvement
(engagement). In this study, student engagement was categorized by the participants as the
interaction between instructor and student for the purposes of learning. Specifically, several
study participants depicted student engagement as supportive, collaborative and relationship
building.
I encourage them [students] to work with their peers anytime we do a problem in class. If
you have an answer and you’re sitting there check your answer with your peer for a
minute or two before we actually discuss it as a class. The hope was through the
collaboration and demonstration the exercise, that not only could each student execute the
calculations involved, but that they had some concept of actually the bigger picture and
could connect the dots of the things we were learning. (Olsen)
Then I figured out how to effectively teach them [students] so that if individually they are
going to get the knowledge – it’s a different applications on their part. I try to combine
all of those things in the class so it can be more active, more engaged, they will learn
more... customized application so you can teach them for to customize the knowledge
they gain to where they want to be so that’s effective teaching. Faculty have to make sure
your class is always entertaining. Entertaining in terms of providing relevant/current
information; making the students always engaged and yearning for more
[knowledge/learning]. (Sehr)
I think getting them [students] involved in the discussion whether its answering
questions, having them ask questions, harassing them about turning their phones off and
saying listen you know I don’t care what you do, but either you're going to be in here;
you're doing this, keeps the students engaged in the learning. (Ray)
I think thinking about how your class applies to your life keeps them interested and
engaged. Like I can see the point of what I’m learning today and it doesn’t happen every
day. But I think if they [students] get a few aha moments they want to stay because they
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want to have more aha moments. So I think that that’s the retention, the completion kind
of works toward that. It’s building some kind of relationship where they feel like they’re
not just a number student. Having a discussion even when you disagree, someone
listened to what I had to say. My opinion counted for even a few minutes somewhere. I
think that keeps them engaged. (Nicholle)
The study participants also commented on the need for faculty to be focused on the
student, disclosing that student engagement and making the connection were essential in
establishing a symbiotic relationship between teacher and students. Olsen commented, “I always
encourage contact between students and faculty… in the classroom,” while Amy worked to
foster engagement inside and outside of the classroom:
I actually ask the students to give me feedback when I create a new assignment, actually
not even a new assignment. I ask them to give me feedback if something is clear or not -and I have changed tests based on -- I just changed one test -- the final-- based on
feedback that I got.
I also encourage my programming students to send me emails whenever they have a
question and or they are stuck writing their code, I want them to know that I am there
with them.
Participant responses suggest that student engagement is a necessary component of
successful student learning (outcomes and completion). Student engagement was observed by
this researcher several times during the observation phase of the research study. Specifically,
upon arrival to class, several instructors acknowledge students by name and inquired ‘how’s your
day going?’ Additionally instructors demonstrated inclusivity by allowing all students to
participate in the various discussions, activities or presentations being held during the class time.
Of special note was Amy’s method of video recording all of her classes for students that are not
able to (or choose not to) come to class. Amy specifically stated, “I don’t have an attendance
policy; I take all of my classes and put them up on Blackboard (classroom management system).
If a student can’t make it to class, I still want to make sure that they can keep up with the class.”
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Academic Freedom

Academic freedom is referred to as the freedom of members of the academic community
(colleges and universities) that underlies the effective performance of teaching and learning. It is
inclusive of the methods and practices used to import knowledge to a student body (Fuchs,
1963). As a lower order theme, academic freedom was addressed by the study participants as
“individual; we can choose how it [instructional practices] fits our own personal style using
different teaching styles and teaching freedom.” (Amy, Nicholle, Ray).
A key finding in this area was evidenced by the differences of styles, approaches,
techniques and methods (stated and demonstrated) by the study participants during the classroom
observation phase of data collection. The majority of the study participants stated that differences
related to academic freedom were primarily based on the discipline taught, emphasizing
academic freedom supported the necessity for different pedagogical practices or methods. As an
acceptable professional practice at Midwestern Community College, the variance of methods or
approaches demonstrated by the study participants reflected academic freedom. Phil responded
on the common practice of his department: “Even amongst my colleagues -- I mean we actually
have five six full-time faculty members who teach [discipline] classes and we each embrace
these different concepts, to different degrees; and there’s quite a bit of overlap between us.”
As new faculty, David had had the opportunity to observe a variety teaching styles and
approaches of faculty within his department; he commented: “These teaching styles were all
different, but good…I will plan to use some of these in the future.” Additionally Sehr affirmed
the narratives of Phil and David when he stated, “You need to use different aspects of teaching
because you can’t use the same structure for every class and no, it has to be different.” Nicholle
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provided a similar viewpoint that suggested an apparent need for academic freedom as a way to
allow faculty to adjust their pedagogical approaches and methods, advocating for relevancy in
teaching:
I believe that we need to shift how we were taught to the new generation. And that if we
are teaching them how we were taught we are doing them a disservice because things
have changed so much that we need to change as well. And then again, it ties back to the
shifting that keeps happening and we need to try to teach as current as we can, just to try
to keep up with the changes as much as possible.
Affirming the need for a shift in teaching, the study participants also echoed the need for
a defined standard of teaching that embodied a blueprint for teaching and assessing student
learning teaching. At the same time, the proposed standard would allow for the execution of
academic freedom as identified by individual study participants. In opposition to the practice of
academic freedom in a community college, Olsen asserted:
I think that the phrase academic freedom at community colleges wildly misplaced or
inappropriate for I mean 90% of what’s going on. I’m not saying it should not be part of a
community college, but for 90% of the operations that occur it has no relevance.
The rub on me for academic freedom is that I think it gets somehow extended to well I
like this book or I don’t think we should use a book, or I you know prefer to put all of my
stuff. Well I guess that probably is different … I guess my hiccup is that academic
freedom sounds to me like a license to do whatever the hell I want to do and I don’t like
that. I mean I try not to do it, but I don’t like it in other people because it screws up the
system.
I’m saying academic freedom to me is applicable down the road when we’re dealing with
higher level classes; where there’s not tons and tons of sections for a particular class
being taught .. I think that it is you can go find it [academic freedom] at some high level
college or university.
I don’t mean to be so shallow to say that any deviation is you know patently wrong, but I
think it [academic freedom] gives an unfortunate amount of cover sometimes to things
that people don’t want to do because they’re either too hard or there not used to doing the
work because you know they want to go a totally different direction or because they want
to put emphasis on something different.
A review of participant syllabi (document analysis) and instructional methods used affirm
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study participants exercised the liberty in instructional practices used at Midwestern Community
College. As a controversial dimension of teaching, the study participants supported the use of
academic freedom as an effective practice for employing a myriad of techniques and approaches
to effectively meet students’ learning outcomes. Chapter 7 concludes the analysis of research
findings with an exploration and discussion of community college faculty beliefs coinciding with
lived [transformative] experiences.

Summary of Themes One and Two

Theme One and Theme Two revealed views of how the community college faculty of this
study embody pedagogy, teaching, and the delivery of instructional approaches in the classroom.
The two higher order themes and nine lower order themes of this chapter represent a subsegment of data that emerged from my analysis as key findings. In Chapter 7, I will expand on
the findings by providing additional evidence and support for the community college faculty
members’ transformation of beliefs in, of, and about teaching.

CHAPTER 7
UNCOVERING BELIEFS AND LIVED EXPERIENCES

Chapter 7 extends the findings based on the research questions. This chapter contains two
higher order themes and six lower level themes. Each theme, as presented, emerged from the
study data and reflects the participants’ interpretative explanations of the transformative and
lived experiences of community college faculty. The two themes are summarized below:
Theme Three highlights the participants’ beliefs related to teaching in a community
college.
Theme Four reviews the faculty’s prior academic and professional lived experiences that
transformed their pedagogy and teaching.
Connection among the narratives and themes were closely reviewed and are distinctive
and specific to the faculty participants in this study. Lastly, the themes presented are in direct
support of the study’s central research question and secondary Research Questions 4 and 6.

Theme Three
Nature and Transformation of Community College Faculty Beliefs in Practice
Researchers have showed a wealth of evidence that teachers’ beliefs affect their
instructional behavior by indicating a strong relationship among the pedagogical beliefs of
teachers and their planning for teaching, teaching decisions, and classroom practices (Khader,
2012; Pajares, 1992). Teacher belief (as related to the praxis of teaching) is defined broadly as
tacit, often unconsciously held assumptions about students, classroom, and the curriculum to be
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taught (Kagan, 1992). Interview Two contained an in-depth examination of faculty’s beliefs
through the method of inquiry that corresponds to two secondary research sub-questions.
Participant responses related to beliefs were often stated as “I think” as a parallel
response to “I believe.” Research suggests that an underlying assumption associated with the
context of beliefs is that one’s thought process (i.e., to think) equates to a conscious belief; while
in reality a person may or may not hold any true conviction around a proposition, thought, or
belief (Fishbein & Ajzen, 1975; Rokeach 1972; Pajares, 1992). This possibility was uncovered
when an exchange between the researcher and a study participant revealed that the use of “I
think” suggested a lack of conviction about the response. To clarify the respondents’ responses
to the questions related to beliefs (i.e., what are your beliefs about x), the questions were
reframed by the researcher, i.e., when responding to the question, can you start your response
with “I believe.”
Core Beliefs

As a lower order theme of Theme Two, core beliefs emerged as foundational support for
faculty participants’ responses linked with beliefs about pedagogy, teaching, and learning. The
study participants’ responses revealed a strong identification of commitment and conviction
associated with beliefs, i.e., “My beliefs change overtime,” “That’s my belief,” “My fundamental
beliefs are…,” “My beliefs are ever-evolving,” and “Faculty really believe.” David responded, “I
believe that we all have different, fundamental beliefs.” On a more personal level, Amy
expressed her belief as a supreme all-encompassing faith, rooted in Christian faith, “My belief is
that we are all made in the image of God; and we are all unique, we are all worthwhile all of us.
Therefore, I think what we believe at the core affects everything we do.” Consistent with Amy’s
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reply on core beliefs, Ray added, “Well I think my core beliefs come from my field in the sense
that I’m committed to democracy.” Examining core beliefs on a professional level, Phil offered,
“It seems like a lot of my core beliefs [about teaching] … seem to mirror a lot of my
undergraduate professors I seem to notice.” Similar in context, Jean reflected, “I mean my beliefs
come from my education as well as people I work with as well as my own experience in the
classroom.”
These verbatim statements describe intricate beliefs in two distinct areas germane to the
central research question: pedagogy and teaching (major theme) and education and learning
(minor theme). The findings thus far provide a broad dimension of the participants’ beliefs on a
multiplicity of levels. Further analysis of the data revealed a stronger connection of beliefs
related to the American system of education and how this core belief established the participants’
identity as educators.

Beliefs Related to Education and Teaching

At a time when increased attention focused on sustainable instructional accountability,
faculty pedagogical beliefs and behaviors, and the resultant teaching practices that influence
student academic achievement and completion have become higher education reform’s top
priority (The White House, 2009), the participants’ beliefs about education represented a direct
relationship of confidence in self and in the profession of teaching. In the context of teaching,
these beliefs acted as filters, thus constructing a basis for acceptance (or rejection) of new
pedagogical beliefs and actions (Mansour, 2008). The exploration of beliefs about education and
learning was not a direct area of inquiry; however, the topic emerged as part of inquiry initiated
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by the study participants as belief in what? In this regard, the discussion surrounding educational
beliefs was instrumental in uncovering other dimensions of faculty beliefs.
One of the prevailing ideas shared by the participants was that education was necessary to
the overall intellectual success of a citizenry. As Ray pointed out:
One of the things, I’d like to talk about is education. One of the things I think that people
miss is the fundamental democratic nature about the education system in the United
States…. I love the idea that we’re democratic and that everyone can go to college and
everyone can go to college ten times if they want, there is nothing wrong with that.
In agreement, Lynn commented “My fundamental belief on education is everybody needs it...it
opens doors for you and it broadens your mind and your opportunities.” David provided a
perspective that “education is not limited to going to school for four years … It’s a lifelong
process.” Olsen added, “When you talk about education, I believe it’s essential for the person,
and for the community. And what I mean by essential is, more is better.” Amy, reflecting on a
personal experience, detailed a more comprehensive view of education.
I think all education has value. I’ve seen education in multiple ways. My daughter
attended public school. My son attended private school; my father only had a third grade
education. Public education was really, really good for my daughter… but not so good
for my son. And so one of the things that I see about public education is that the wrong
attitude or beliefs from faculty, can pinpoint students or pigeon-hole students and not
give them a chance to grow. And so that’s one of the things I don’t like. I love that it’s
free, at least K-12, because it gives everybody an opportunity whether you have money or
not.
Now my beliefs about higher education -- I think that there’s again good and bad. So we
have way too many students who are developmental classes who don’t stand a chance
and -- we need to change the way we’re doing stuff. Everybody doesn’t need Calculus to
get a job. We get educated in different ways, and different forms of education has
different advantages and disadvantages.
As instructors at a community college, whose underlying purpose and mission is to
prepare students for matriculation and vocational pursuits, it was interesting to note that several
study participants expressed their beliefs on the importance of education and teaching in terms of
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societal preparation and employment. Ray contended that “the education system has moved more
towards teaching people [students] some things so that they can get that job.” While Nicholle
drew attention to her discipline as “being on the career side, I believe that education should be
focused on foremost getting students’ well-paying jobs; secondly making them better citizens.”
As teaching is a part of education and as community college faculty members are
primarily focused on teaching, several study participants commented on their beliefs about
teaching and learning. Phil, Sehr, Olsen and Jean established a connection among educational
beliefs and teaching and learning. Evidenced in Phil’s comment:
I am a strong, strong believer in education…learning is such an important ability in
Society…beyond whatever field someone is going to go into. If they want to succeed
they have to be able to learn, they have to be able to absorb knowledge, process
knowledge and then apply that and that’s hopefully part of what we’re doing here.
Candidly discussing her philosophy about teaching and learning, Jean acknowledged that
“whatever theory or belief teachers have about the way students should be taught, the goal
should always be that students learn as much as possible and also that they can use that
information.” Connecting educational belief and beliefs aligned with student learning, the
participants’ responses provided strong evidence of individual and collective concern and
commitment to student learning.
While the participants expressed a high allegiance to student learning, the participants
also shared an opposing belief regarding students’ responsibility in the learning process as
indicated by the following interview excerpts:
I totally believe in the more of the student centered learning, learn by doing, but it’s
really up to the student if they are going to learn. (Jean)
I do believe the students make their own judgment about how much energy they’re going
to put into a class. (Olsen)
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And my one over-riding belief about students and education is that students have to want
to do it, that’s it. (Phil)
In terms of learning, that learning is continuous and learning is perpetual, so I think that’s
important to get across. (Ray)
I believe students they want to get good grades, so they have to work for them. (Sehr)
Olsen contemplatively provided an alternate viewpoint of beliefs in education related to
delivering knowledge through the dissemination of practical experience:
In terms of my beliefs about teaching; that is tougher. But the things that come to mind
when you talk about belief I think that good teachers can educate, but I think to be a good
teacher, you have to have a lot of skills and techniques. What I mean by skills and
techniques is that you have to be prepared knowing the academic content -- and I don’t
mean overnight prepared -- I mean life prepared. In other words, you have to be
academically confident in your [discipline] area.
And from my perspective -- and this is a little jaded because it’s where I came from -you should be decent practitioners in some relevant out of school use of whatever you’re
teaching. Now my theory about teaching in the classroom has to do with if your life has
prepared you so that you have some academic content that you can share with your
students, and that you have some relevant experiences that are a part of the academic
content. I mean if you wanted to teach business it would be nice if you were in business
for a while before trying to teach someone something.
While it is difficult to assess an individual’s belief, this researcher was able to align
interview narratives with classroom instructional behaviors and practices. Beliefs are often
demonstrated as a stated conviction or opinion about a presumed truth or reality (Pajares, 1992).
The excerpts of beliefs offered, as known or true beliefs, suggests the participants hold strong
philosophical beliefs related to pedagogy, education, teaching, learning, students and self (role as
instructor). The aggregate narratives of the participants’ viewpoints offer expressive discussions
applicable to RQ#4 and RQ#6. These descriptive excerpts provide valuable insight into how
faculty relate and define individual beliefs respective of pedagogy and teaching.
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Comparative Differences

A final lower order theme related to beliefs interjected by study participants was the
beliefs associated with the comparative differences of community college and university faculty.
Four (Jean, Olsen, Phil, Ray) of the nine study participants had some prior teaching experience at
the university level. Two distinctions noted by participants were the operational aspect of
pedagogy and the teaching role and responsibility of university faculty contrasted with
community college faculty. Relating the differences in the use and demonstration of pedagogy,
Phil offers:
I think I’ve seen it at in my experiences at both institutions. However, I’ve seen it
emphasized to different degrees at each [institution]. Since at the community college
teaching is our primary emphasis, the idea of teaching well, teaching effectively is always
forefront. Whereas in my experiences at four year institutions, pedagogy wasn’t
necessarily an attitude pervasive of the entire department. I would generally say that it’s
my experience that the awareness [of pedagogy] is very widespread at the community
college, and present in my experience at the four years, but just very more isolated.
Along the same lines, Jean recalls her exposure to pedagogy as a graduate [education]
student as
We were taught the theory of teaching – I’m not sure that we focused on the term
pedagogy, but the professors who were teaching us how to teach, they didn’t mention
pedagogy; they [professors] were teaching us how to teach. I didn’t really understand
what pedagogy meant until later.
Echoing a similar graduate experience, Ray adds commentary that points to the limited
use, and teaching, of pedagogy
As a graduate student, we [other graduate students] had something like a first year
seminar. The professor that we were assigned to would meet with us periodically and
explain the expectations of being a college professor – mostly the research part, and not
so much the teaching [pedagogy] part. Although we knew from the work we were doing
as TAs that we would be doing some lectures and assignments for the students.
Coinciding with the discussion of beliefs that frame the differences in the teaching and
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pedagogy, the topic of faculty teaching (community college and university) responsibilities;
position or title (professor, instructor), and the scholarship of teaching (research; publication;
tenure track) evolved. Citing the differences in faculty teaching responsibilities (community
college and university), Olsen remarks
Teaching is what we do [at the community college]. Whereas in my experiences at four
year institutions, so much more of the emphasis on what they [faculty] do is on research
that is really the primary focus; it’s totally about the research.
Summarizing the scholarly work of the university professor, Ray recalls
I think you probably see this at a lot of universities. When I was in grad school, I was a
TA – that was my first teaching job. I was in charge of teaching 252 students, while the
professor that I was a TA for, was off churning out numbers, papers and books – this was
how they [professors] got tenure.
That’s when I realized that it [teaching in the university] was not what I wanted to do -- I
didn’t want to be a paper churner -- I wanted to teach. So I went to teach at the
community college.
It should be noted that this area of discussion was not delineated as part of the semi-structured
protocol, however the viewpoints shared by these participants represents deep-rooted beliefs,
based upon prior experiences or strongly-held assumptions about pedagogy and teaching. Several
research studies support the similarities and differences of community college and university
faculty members (e.g. Burgess & Samuels, 2010; California Postsecondary Education
Commission, 2001; Hovekamp, 2005), noting the major differences in scholarship and teaching
responsibilities.
The excerpts of beliefs offered suggests the participants hold strong philosophical beliefs
related to pedagogy, education, teaching, learning, students, and the teaching role of educators.
While not the major focus of this research, the aggregate narratives of these participants’
viewpoints provide valuable insight into the transformative experiences of community college
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faculty, and how these perceptions define individual beliefs that correspond to pedagogy and
teaching.
Theme Four
Lived Experiences that Transform Teaching (and Learning)

Theme Four reveals one higher order theme and three lower order themes associated with
lived experiences that transformed the participants’ views of teaching and learning. How faculty
members perform their teaching responsibility is often affected by prior lived experiences and
beliefs situated around a holistic view of education and the profession of teaching (Dempsey,
2006; Mansour, 2008). Lived experiences, as related to this research study, are the prior events
i.e., academic experiences (i.e., training; scholarship; professional development) and/or
professional experiences (i.e., industry-related professions; other teaching experiences) of
community college faculty upon which their beliefs, assumptions, ideologies and knowledge are
derived. Their beliefs and perceptions of teaching, and what constitutes effective teaching,
generally are formed early, often from observing (modeling) instructors during secondary and
postsecondary formal education (Pajares, 1992). Lived experiences are also reported to transform
the individual; the more inherited these observations and experiences become, the more
ingrained these experiences become as part of a person’s personal philosophy and pedagogy of
teaching (Pajares, 1972).
In Interview One the study participants were asked to describe the experiences that led
them to teach in a community college setting. Subsequently, Interview Two evolved toward the
influential relationship of prior experiences to current classroom practices and behaviors.
Subsequently, Interview Three examined the contextual factors that influenced and shaped the
faculty participants’ existing beliefs and perceptions of pedagogy and teaching, creating a
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narrative for discussion centering on this study’s central research question and secondary RQ#4
and RQ#6, as previously described. As an additional area of exploration, RQ#1 formed the basis
for the emergence of Theme Three.

Lived Experiences

The study of lived experiences represents a lower order theme reflective of contextual or
thematic aspects of human experience that affect direct contact and essential meaning to
something (van Manen, 1990). An exploration of the study participants’ lived experiences was
fundamental to uncovering and connecting prior experiences to the participants’ pedagogical
beliefs and behaviors. Community college faculty members are often hired from many
vocational and professional backgrounds (Burgess & Samuels, 2010; Twombly & Townsend,
2008), some traditional and many non-traditional pathways can lead to teaching at a community
college. Three full-time faculty (Jean, Phil and Ray) and one part-time faculty (Olsen) were
employed as instructors prior to coming to Midwestern Community College. Jean recalled, “I
taught overseas for a year, and then I taught at several universities part-time for several years,
which I liked, and then [I]came to Midwestern.” Echoing a similar traditional experience, Phil
and Ray reminiscenced:
After I received my master’s degree, I was an adjunct faculty member for two years. I
really enjoyed doing it, and one time I remember talking to the department chair about
there about what it would take for me to get a full-time position and he said “well it
would take a PhD to get a full-time position”… so I went back and got a PhD … and
eventually had full-time teaching responsibilities. (Phil)
I finished my master’s degree and I did a lot of my work on my doctorate…I was looking
for a teaching job and there weren’t really any at the community college level -- because
that’s where I wanted to teach…..I went and got a Master’s in Teaching and started
teaching high school. (Ray)
Of the participants, Olsen’s pathway to teaching revealed a wide range of experiences:
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I went to grad school, I went back and taught at my alma mater. And then I went to work
in corporate, if I had time I taught night school at various colleges…it was sporadic. It
was full-time at first, and then it was part-time; and then it became part-time again.
The prior experiences described by these participants revealed a traditional pathway into
teaching representative of academic coursework, pre-service training, and profession
development that underpin the theory and practice of teaching. However, existing research
indicates that many community college faculty, while qualified or credentialed, enter community
college employment as second-career educators (Beckford-Yanes, 2005; Conway, 2010).
Contrary to the traditional pathways described by Jean, Phil, Olsen and Ray, three of the
remaining study participants detailed experiences that were “non-traditional,” “accidental,”
“happenstance,” or “unintentional.” Specifically, Nicholle recalled her prior experience as
accidental:
I started doing training sessions for our implementation when I was working full-time in
industry. And then by shear accident I saw an ad in the Skokie Review for an instructor
for Microsoft Office products. So I applied for the job, and they actually called me and
hired me to teach in the Continuing Education Department…. I think it was probably
more by accident and qualifications rather than a specific desire.
Amy, also reflecting upon her accidental entry into teaching, stated:
I’m a computer programmer by trade and then I became a systems analyst. As part of
being a systems analyst I had to do training sessions with users and I loved it
[exaggerated]. And I didn't really think about teaching at that point as far as I was
concerned you had to have a degree in Education, or a PhD in order to be able to teach.
After sometime, I quit my job and started teaching in CE [Continuing Education]…and
then I started looking for jobs at the community college level because I wanted to teach in
a community college; so I guess you can say I became a teacher by accident!!
Sehr recalled a similar non-traditional experience that led to teaching in a community college:
Many years ago, I got an education teaching for the development of healthcare in my
country, but I didn’t like it. So I went back to the business world and worked for a while,
and then my career course changed due to the industry I worked in. After many years of
experience in different roles I said that even though I’m still in industry I would like to go
back to the teaching field but I want a transition period I’ll start out as a part-time adjunct
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and then in the long term I’d rather do full-time teaching and then do some kind of parttime consulting in industry.
However, after I started teaching at Midwestern, I realized that there were many things I
didn’t know about teaching so I started taking some training courses offered that helped
me with my pedagogy and teaching style.
Among the study participant narratives, Lynn and David, as newly hired faculty, shared a
similar unintentional journey into teaching. Lynn reminisced:
I did not plan to become an instructor. I’ve always wanted to be a writer even before I
knew what a writer was. It was not an intentional thing, but I went through these stages of
trying to figure out how much education I needed to do. So first it was I went to college,
and then I was having some struggles there [college] my first year, and so I was like well
college isn’t for me -- I don’t need college anyway to be a writer.
After some financial struggles I did go back to school to pay the bills…. And then one
day my mom said to me well you know an MFA is a terminal degree and it only takes
you two years to complete the degree. I don’t know I couldn’t get the two [finances and
education] to work together. And then I realized that I would be qualified to be an adjunct
professor once I was done -- which I thought would be a nice little side hustle while I
wrote ... and that’s how I ended up here -- it was not intentional.
Similarly, David described his journey into the teaching profession as
My journey began after I finished my undergrad. I’ve always been interested math, but I
haven’t always wanted to be a math teacher….my undergrad is in engineering…. when I
graduated an opportunity came along for me to connect with Midwestern …. I applied
but wasn’t sure I would get hired, so I was just taking a chance, and I was hired right out
of grad school…but I never taught at a college before.
These excerpts provide genuine lived experiences of the study participants. It was
apparent to this researcher through the observation phase that additional pedagogical support is
warranted and welcomed. Coinciding with prior empirical research (Beckford-Yanes, 2005;
Berry, Hammons & Denny, 2001; Fugate & Amey, 2000) these participant narratives and lived
experiences affirmed that faculty are hired into the community college setting from a broad
fabric of backgrounds and professional intentions, with little or limited pedagogical preparation,
thus providing support for the alignment of participant responses to RQ#1.
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Pedagogical Training and Preparation

As a lower order theme of lived experiences, pedagogical training and preparation was
elicited by study participant responses was evident in the discussion relative to professional
teaching characteristics. One interesting aspect of the participants’ individual dialogues gave way
to discussion about the faculty’s preparedness for teaching within the community college
environment. Specifically, several study participants highlighted a deficiency in pedagogical
knowledge and training prior to teaching in higher education. David and Lynn, as new faculty
members, recalled similar pedagogical training experiences as “a lot of just trial and error; me
just going in there and doing the best that I can” and “No one taught me how to do it; that’s how
I was taught how to teach.”
Examining the issues from a non-traditional (professional-to-academic) perspective,
Nicholle shared:
I don’t know how all others are hired but I feel like I was grabbed out of industry because
I had an MBA. I was allowed to teach and there was no other requirements. And I feel
like even in the beginning I was thinking anybody can just walk in and teach this class as
long as you got the degree. What qualifies me to stand in front of these people besides the
fact that I have the knowledge of the content? I don’t have any way to know how to
deliver this well, and I think that I would of appreciated that.
Well training wasn’t something I definitely didn’t have when I started. Actually at
[unidentified institution] we did have orientation that I had to go to but it was so long ago
I forget. But there wasn’t anything about teaching or pedagogy. It was about logistics; it
was about administrative tasks; it wasn’t about teaching. And I think that even here
[Midwestern] when I came, I got more teaching ideas because I was full-time and I was
required to go to all these other things that I probably wouldn’t have gone to as an
adjunct. And that’s important, because most of us start as adjuncts.
Relating pedagogy as a requirement to teaching, Phil drew upon his prior academic
(teaching) preparation in graduate school:
In the early stages of my teaching, there was literally nothing. My graduate teaching
experience as a TA was; show up at this room at this time; once a week. Those were my
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instructions; literally that’s it. There were no real formal training; it was just literally
throwing graduate students into a room full of undergraduate students.
But when I got to graduate school with my Ph.D. program there was a faculty member
whose one of his areas of research was teaching pedagogy, physically teaching pedagogy.
And what he did, and while this was sanctioned by the department, it was not an official
program put on by the department. He ran weekly teaching seminars for the graduate
students where for like the first year of the graduate program -- he would meet with the
TAs and we would talk about teaching; we would talk about pedagogy about what to do
in the classroom what not to do in the classroom. We would share our experiences; we
would share what was working. And so that initially was the extent of my formal
teaching training, prior to coming to Midwestern. But coming into this position –
pedagogy is not emphasized, and so that core training fundamentally isn’t there.
Throughout the discussion on pedagogical training, the study participants exhibited a
positive resolve in describing the gap in pedagogical training and preparation and openly
discussed pedagogical training as a critical need in teaching in a community college. The
examination of the deficiencies of preparation experiences established a platform for deeper
dialogue of previous experiences that had transformed and influenced these participants’
teaching (instructional) practices.

Academic Transformative Experiences
A teacher’s prior experiences are said to come from three sources: personal experiences
of the teacher in general and teaching in particular, teacher’s knowledge through school courses,
and teacher’s experience as a student (Richardson, 1996). The latter represents the acquisition of
the teaching profession through direct observation or modeling related to the teaching profession.
The professional learning of teachers (observed or taught) is an ongoing process of knowledge
building and skill development (Sykes, 1999). Therefore, the participants’ lived experiences,
combined with their philosophical views of pedagogy, education, and teaching actively
transformed the way in which they approached the praxis of teaching (Richardson, 1996).
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The study participants reflected on prior academic experiences that defined a connection
between their beliefs and instructional practice, framing a sub-category of transformative
experiences. The participants referred to the process of transformation as “observant,” “a shift,”
“an impact,” “an impression,” and “an admiration.” The transformative experiences were
acknowledged as either transformative beliefs or transformative experiences. Overwhelmingly
the participants noted that most transformative experiences were rooted in their prior academic
experiences (peer or professor).
Amy shared her transformation into teaching through observation, “I actually started
observing and watching people and seeing -- oh that works for me… oh that didn’t work for me
as a student. And so I became more observant then I was before. Observant and reflective.”
Nicholle, reflected on a point in time some 10 years previously, “I was thinking about when I
shifted, and it was really when one of my colleagues had been looking for people to implement
technology into the classroom… after we met and we talked, I think that was actually the turning
point.”
The collective narratives of Amy and Nicholle provided evidence of transforming in the
moment, while for other study participants, transformation was depicted as the result of ongoing
experiences. Complementing the experiential stories of Amy and Nicholle, three study
participant’s share experiences resonated with excitement and passion:
What impressed me was the professors that were excited about the subject -- and I may
not have learned as much factual information in their classes, but it kept me excited in the
field and now I teach it!! (Ray)
There was one particular guy who was actually in the Army and he was a logistics man
and he loved logistics. He was so passionate…His style was so different, and very
practical…that really had an impact on me. (Sehr)
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Dr. T was kind of sophisticated to me and I admired that. He knew his stuff and was so
confident...that he had all that information stored in his mind… And that was amazing to
me. (David)
One of the most memorable transformative experiences of prior experiences and ensuing
impact was given by Olsen:
When I was a teacher at West Point my full-time teaching assignment … and I don’t
know if this is pedagogy or the way you ran your classroom. But the way you ran a Math
class was very, very prescribed. I mean immensely prescribed; and it was prescribed in
the following manner.
The blackboards were numbered one through sixteen. And so you would go in and you
would teach your lesson on your blackboard and then at some point – almost every day or
every other day at least – you would then tell your students go to your blackboard, and
we’re going to do a couple problems – and you would stand in the middle of the room
and you could observe every one of them doing their work.
And then after a prescribed period of time you’d say ‘ok everybody go and sit down’ and
you would call on several people to get up and recite and take you through the solution to
their problem. Much of the grading on a day-to-day basis was how the student recited
and whether they got the problems right or wrong. And so, in theory, not only did I teach
that way, but I went through that system. So I was that person at the blackboard then, and
I became the person in the middle of the room, okay.
The narratives of the participants’ prior experiences provided insight into the
transformative power of exposure. As elicited by several participants’ responses, exposure was
reflected in both previous and current experiences. Jean commented, “It’s something about
teaching college that you yourself are like going back to school, it’s definitely a learning
process.”
An illuminating topic of discussion arose as the participants revealed how current
experiences began to transform instructional practices. Recalling a recent transformative
experience, Lynn shared her excitement of adopting a new technique:
And I did a group activity with them that I had gotten from the class I took with
Midwestern, which was all about different pedagogies. So there was this one group
assignment that we had learned about where you put the students in groups and you tell
them to tell you something what they all have in common. And that was just my first time
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doing that and the students really enjoyed it. It is something I will definitely try with my
students in the fall.
Nicholle spoke of a parallel experience of exposure to professional training that resulted in a
transformed belief and understanding of student learning:
One of the things that we had in our new faculty class that we’ve talked about in the book
discussion was how open are students to the learning and that was an interesting concept
because then I began to watch the students in the classroom. I never thought about it
overall. Then I guess the pedagogy part came into play where I learned about how
students learn, and then I said well this is how they're learning.
Providing insight into the immediacy of transformation, Amy provided a personal
awareness and conviction of evolving pedagogy.
So here’s the other thing, this is more about who I am. I live very much in the present, I
don’t live in yesterday and I don’t live in tomorrow – and that doesn’t mean that I don’t
reflect. But if I reflect and I learn something, it instantly becomes part of what I do and
it’s not yesterday or tomorrow. My pedagogy, my methods, my approaches are
constantly changing, and I think this helps improve my teaching,
Several participants mentioned that the reflection of prior experiences brought about
unconscious thoughts of how these experiences had impacted and transformed their practice of
teaching. Specifically, Lynn connected a transformative academic experience to a current
epiphany of instructional effectiveness.
I had one [professor] -- it was Literary Criticism. So we analyzed Irish novels ... she had
just gotten her PhD in Irish Literature, so she was still being a student because this was
like her first year .. So there were some things that she didn’t really step back and let us
analyze for ourselves; she was always giving it to us, but she had so much to give.
But the one teacher who always made us work for it was -- he was a student of
Gwendolyn Brooks when she first came to Chicago State -- so I think he was literally just
an image -- like he was teaching us the way that she taught him. And it was very you’re
going to do it; you’re going to see the meaning – because obviously he knows the
answers.
So I feel like that instructor – the one who studied under Gwendolyn Brooks – is more in
line with what my dean said to me. Now I see more of that in my own teaching, but I
think initially I was like my other teachers where I’m trying to present the information
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and then also connect the dots for my students just because they don’t like to step-up and
connect it for themselves.
The shared narratives of study participants provided evidence that supports prior research
aligned with teacher associative relationships (Calderhead, 1996; Pajares, 1992). These
collective discussions provide strong evidence that community college faculty members’ prior
experiences shaped their current beliefs about education, teaching, and learning. Furthermore,
these participants’ responses also indicate that prior experiences similarly influence teaching
practices and strategies demonstrated in the classroom. While the study participants reflected on
their beliefs surrounding pedagogy and teaching, a heightened awareness for additional
professional development was noted by several participants (Amy, David, Lynn, Nicholle, Phil
and Sehr) as a needed element of prior experiences.

Summary of Themes Three and Four

Theme Three and Theme Four support the relationship of beliefs, lived experiences, and
resultant influence on instructional behaviors. The two higher order themes and six lower order
themes delineated in this chapter represent the final analysis of findings, of this study. The
culmination of the four themes (represented in Chapters 6 and 7) provide an extensive amount of
information gathered about faculty beliefs and perceptions related to pedagogy and teaching as
well as the lived experiences that transform beliefs and behaviors and instructional behaviors and
practices that influence successful student learning outcomes in a community college learning
environment.

Summary of Findings

This research study examined community college faculty’s beliefs and perceptions of
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pedagogy; specifically how these perceived beliefs transformed their instructional behaviors and
practices. Chapters 6 and 7 present the alignment of emergent themes connected to the central
research question: How do faculty perceptions and beliefs of pedagogy and teaching relate to
their practice of teaching? The interview data revealed in-depth viewpoints of the participants’
perceptions and beliefs related to pedagogy and teaching. While most participants expressed
some familiarity with pedagogy; the definition and explanations of pedagogy and teaching
differed in context for each participant. Pedagogy was viewed as important to the role of
teaching in a community college, although the participant narratives did not provide a conclusive
degree of importance. However, the study participants did indicate that they believed the
knowledge and understanding of pedagogy was important in the process of providing students
with an enriching learning experience.
In addition, the interview data uncovered insightful findings related to the study
participants’ perceptions and beliefs. These faculty hold very strong fundamental beliefs that
support innate beliefs related to education, teaching, and learning, which ultimately culminate in
the observed demonstration of instructional practices and classroom behaviors. Lived
experiences (prior and current) were evidenced as a contributing factor to the approaches and
methods of instruction exhibited by the study participants. Particularly, the path that leads to
teaching in a community college can have a direct impact on how community college faculty
transform their individual instructional practice and behavior.
The instructional behaviors and practices elicited and observed, represent an array of
approaches and methods that align with effective teaching practices that foster successful student
learning outcomes. The semi-structured interview format allowed this researcher to engage in
detailed conversations with study participants to enhance the specificity of their responses. The
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participants’ intense discussions related to successful student learning outcomes, effective
instructional practices, and student motivation and responsibility to (and in) learning materialized
through the major themes of this study. Lastly, the observations of instruction and document
analysis provided supporting data and evidence that support the research inquiry for this study.
Chapter 8 addresses this researcher’s topics for further discussion, implications for the
field, recommendations for further exploration, and the conclusion for this body of research.

CHAPTER 8
DISCUSSION, IMPLICATIONS, RECOMMENDATIONS AND CONCLUSIONS

Discussion

This study examined community college faculty’s beliefs and perceptions regarding
pedagogy and teaching, specifically how these perspectives transform instructional behaviors
and practices. This qualitative case study research project represents the authentic and candid
viewpoints of nine faculty participants employed at a Midwestern community college.
The initiation of this study, at the time of research, marked the first time scholarly inquiry
into community college faculty’s perceptions, beliefs or attitudes about teaching in the
community college environment had been undertaken (in general or in part) at the research site.
To further the research on faculty pedagogical beliefs and perceptions, the central research
question, How do faculty perceptions and beliefs of pedagogy and teaching relate to their
practice of teaching?, was set forth to frame the method of inquiry. Additionally, six subquestions were formed to explore the primary research question. The six secondary questions led
to natural and expressive narratives extending beyond the analysis of themes depicted in this
body of research.
The microanalysis of personal interviews, classroom observations, and document analysis
revealed four themes using a systematic approach to analyze the participants’ individual attitudes
and behaviors related to teaching in the community college environment. The emergence of the
four major themes, with associated sub-themes/categories, were reflected as interpretative
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explanations of these community college faculty perceptions, attitudes, and ideologies regarding
pedagogy and teaching, as summarized below:
1. Community college faculty members’ conceptualizations, understanding, and
application of pedagogy as they relate to teaching.
2. The nature and transformation of community college faculty’s pedagogical beliefs as
an important factor of teaching in a community college setting.
3. Community college faculty members’ lived experiences that influenced and
transformed their praxis of teaching.
4. Cognitive factors that fostered the community college faculty members’ instructional
methods and behaviors that affect student learning outcomes.
Links of data to each theme were explored through the participants’ authentic dialogues. The
underlying lower order themes coincided to each higher order theme provided rich, descriptive
support for the major themes. The following sections detail this researcher’s discussions related
to the themes outlined in this study.

Professional Context of Pedagogy and Teaching

The conceptualization and understanding of pedagogy amongst the study participants
suggested an area of uncertainty and a lack of knowledge, often stating the need for clarification
of terminology. Moving beyond the initial cumbersome nature of pedagogy, participants offered
a range of definitions, all centering on the process of imparting information and knowledge to
others. As the study evolved, participants were able to connect prior lived experiences as
influential factors of their pedagogical beliefs and behaviors. Additionally, their authentic
perceptions and beliefs about pedagogy and teaching illuminated through their transformative
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experiences revealed their current praxis of teaching. In some cases, their perspectives included
novice discussions of pedagogy as an innocuous term to define or articulate. This became an
intriguing point of discussion as many faculty stated their uncertainty about the term or the use of
pedagogy as a part of the teaching profession, but were able to associate pedagogy to teaching.
In this regard, the participants’ responses established pedagogy and teaching as a
correlated process that causes a transformation of knowledge between and among the teacher and
the students for the purposes of sharing knowledge and achieving learning. Study participants
often referred to as teaching, methods, or approaches, the participants’ responses led to the
distinction of pedagogy as the how to of the process of educating, whereas teaching, the what,
was defined as the process of instruction or educating others. In this regard, the participants
relegated teaching as a utilitarian practice rather than a transactional process of learning. While a
number of participants viewed pedagogy and teaching as two distinct and unique constructs,
others conferred a belief that pedagogy and teaching are the same. The participant viewpoints
were deduced to mean that community college faculty internalized differences, albeit slight, in
the interpretation and application of pedagogy to their practice of teaching.
While engaging in the discussion of pedagogy and teaching, the participants offered
unsolicited commentary on the comparative differences of community college and university
faculty. The views of the participants indicated that scholarship and research played a lesser role
in teaching at a community college, voicing the primary role of community college faculty is to
teach and not engage in research. This sentiment was echoed by several participants. The
consensus of beliefs and ideologies suggests that community college faculty may perform their
jobs more effectively due to the emphasis on teaching; however, community college faculty are
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more likely to be overburdened with increased teaching schedules, which also limits their ability
to engage in the scholarly acumen of the academy (Jensen, 2011; Kennedy, 1999).
Research (Alexander et al., 2012; Grubb, 1999; Roueche, Roueche & Milliron, 1995;
Townsend & Twombly, 2007) suggests that the pedagogical preparedness and aptitude of
community college faculty versus that of their university counterparts suggests the community
college professoriate may be less qualified or degreed than university professors. Contrary to the
assumptive differences, many community college faculty members hold master’s or doctorate
degrees in their content areas. Further exploration of pre-service training and pedagogical
knowledge revealed all study participants lacked formal training related to teaching or
pedagogical practices. This apparent gap in pedagogical knowledge and acumen is a prevalent
reality among community college faculty; a reality that is often improved post-hire through
engagement in professional development activities or by trial and error. Yet, the attainment of
pedagogical knowledge prior to entering the profession of teaching is essential to endorsing a
knowledgeable, confident and effective faculty staff.
The teaching profession requires a critical and cultural understanding and application
pedagogy as the foundation for effective teaching and learning; a pedagogy that exacts an artistic
method of design, delivery and exploration of teaching and learning. The narratives of the study
participants suggest that community college faculty members embody a myriad of pedagogy,
however cultivating a deeper understanding and articulation of pedagogy is warranted. The
keenest sense of a pedagogic understanding existed among participants that had previous
pedagogical training or experience at the university or secondary education levels, thus
supporting the assertion that many community college faculty enter into the profession of
teaching without adequate pedagogical knowledge.
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Cognitive Beliefs of Community College Faculty

An additional topic of discussion echoed by study participants was that of beliefs. The
participants’ expression of beliefs was often used preceded by the phrase “I think.” According to
Pajares (1992), beliefs, as a construct, evolve into an individual’s cognitive process in an
organized, somewhat logical, psychological form, emanating from connected and complex
cognitive schema. Research (e.g., Abelson, 1979; Nespor, 1987; Pajares, 1992) further suggests
that beliefs have stronger affective and evaluative elements than knowledge; asserting that
knowledge is constructed from personal experiences and formal education or training. Teacher
beliefs can be thought of as guiding principles faculty hold to be true that serve as lenses through
which new experiences and knowledge can be constructed. They were referred to by these study
participants as core beliefs. The beliefs that faculty hold greatly influence their perceptions and
judgments, which in turn, affect their behavior in the classroom.
These community college faculty contained in this study articulated a strong belief in the
American education system; a belief that conveys a deep commitment to learning beyond
compulsory education. They engaged in professional development opportunities, were members
of professional organizations, and believed reflective learning is instrumental to effective
instructional practices. Both full-time and part-time faulty shared a common belief [if not hope]
for additional institutional support, i.e., time and financial, that would promote professionalism
of all faculty members.
The significance of beliefs is also integral to the instructional strategies, methods and
behaviors used in the practice of teaching. The narratives elicited from study participants suggest
that their foundational knowledge for teaching evolved from deep-seeded beliefs of faith, equity,
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and citizenship, prior academic exposures, and were not the result of academic or professional
training. Referencing prior experiences, faculty participants aligned beliefs with significant life
occurrences that validated existing beliefs or ideologies emanating from unconsciously held
assumptions regarding the system of education: teaching, classroom practices, or the students.
Full-time and part-time faculty participants shared a strong belief that student success is
the fundamental responsibility/role of community college faculty, espousing a commitment to
nurturing and developing students. The faculty subscribed to a belief that formulated their role as
facilitators or mentors, while arguing that students must also engage in the rigor of learning in
attaining academic success.
Community college faculty are the catalyst for student achievement. An understanding of
faculty beliefs is vital to the institutions to which they are employed. Intentional efforts to
understand and redirect beliefs will enable faculty members to eradicate misconceptions about
teaching, reinforce behaviors that constitute positive pedagogical practices, thus giving
credibility and acceptance for a defined and operational pedagogy in community colleges.

Transformative Experiences

Transformation is the process of effecting change in a frame of reference (Mezirow,
1991). For purposes of this research study, the frame of reference was associated with lived
experiences that led to teaching in a community college. Transformative experiences are known
to change behavior in both positive and negative ways. Positive transformation occurs when
individuals are able to examine assumptions related to contradictory information, seek out
additional perspectives, and ultimately acquire new knowledge, attitudes, and skills in light of
these reflections (Meyers, 2008). Conversely, the consequence of negative transformation occurs
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when disorienting dilemmas are present, i.e., situations that do not provide growth in knowledge
or critical reflection (Mezirow, 1991). These participants’ responses etched a chronological
blueprint from post-secondary academic and professional experiences. Most faculty had held
other professional careers prior to teaching in the community college setting. Notably, the
majority of the participants described their entry into teaching in higher education as
happenstance or chance, coinciding with previous research that asserts that many community
college faculty enter into community college employment as second-career educators (BeckfordYanes, 2005; Conway, 2010).
A probing examination of prior experiences uncovered impressionable experiences with
former teachers. Often citing the symbiotic relationship of former professors, the participants
were able to connect prior experiences to current pedagogical beliefs, instructional behaviors,
and teaching practices. Detailing grand tour experiences, the participants were able to construct
context and meaning to these lived experiences, specifically how these experiences culminated in
their individual beliefs, attitudes and instructional practices. The enacted practice of teaching
requires an intellectual and reflective transformation that encourages an on-going platform for
professional knowledge, development and learning (Anderson, 2009). Coincidently, two of the
nine participants identified a transformation in pedagogy or instructional behaviors during the
course of the study.
Relative to professional experiences, several study participants were employed in other
professions prior to teaching in a community college, a common pathway to entering into
academia. The community college professoriate is represented by a majority of instructors who
are hired more for expertise in content knowledge and less for their pedagogical preparation or
knowledge. While prior real world experiences may have been instrumental in the study
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participants gaining employment as community college instructors, the gap in pedagogical
knowledge was expressed by all participants, and illuminates the need for a deeper exploration of
the alignment of lived experiences a beliefs to an operational understanding of pedagogy.
The paradigm shift from teaching to learning, as exemplified in the framework for 21st
century teaching and learning, requires teachers to transform learning into meaningful learning
for the students through collaboration, communication, critical thinking, analysis, creativity and
democracy. These are the skills that connect learners to ideas and their quest for learning in new
and different ways. For community college faculty this means transforming prior professional
experiences into contextualized teaching and learning that emanates from sound, fundamental,
pedagogical knowledge. For community college administrators, this requires investment in
opportunities for professional development for all faculty. Failure to do so will ultimately impact
enrollments, revenues, quality of instruction, retention and matriculation of the student populace.

Instructional Practices
Stemming from the study participants’ dialogue regarding pedagogy and beliefs, the topic
of instructional behaviors progressed. Instructional behavior relates to the exchange of
information/knowledge demonstrated by the methods, approaches, or techniques assimilated by
an instructor in a classroom setting, that is instructional delivery. These participants referred to
instructional practices in a variety of ways: from traditional lectures to integrated assignment,
inclusive of embedded classroom management systems and embedded technologies. However,
the observed classrooms methods of the participants were favored by traditional lectures with
some variation of peer-to-peer learning. The time of observation associated with this study does
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not convey the breadth of instructional methods utilized by each participant in his/her daily
practice of teaching.
Prior to the observation phase, the study participants expressed concerns regarding the
type of instructional method or behavior to be demonstrated during the classroom observation.
This suggested that the participants may have demonstrated different instructional behaviors if
prompted to do so. This presumptive behavior coincides with the behavioral theories of the
Hawthorne Effect, which denotes the consequence of observed activity consciously or
subconsciously affects behavior (Mayo, 1949). Similarly, Orne’s (1962) Demand Effect
theorizes participants may form an interpretation of expected behavior, thus subconsciously
changing their behavior to fit the interpretation or assumed demand behavior. It should be noted
that this researcher did not express or suggest an expectation related to instructional behaviors;
however, the participants may have presumed a level of evaluation or judgment on this
researcher’s part.
Regardless of the participants’ assumption of behavior, the participants conveyed a deep
concern in regard to student learning and success, often drawing a relationship between good
pedagogy and instructional practices. Participants’ narratives and demonstrated instructional
behaviors exhibited in the classroom suggest these faculty were meeting students where they are,
endorsing student empowerment, and fostering student success. The instructional behaviors
witnessed by this researcher strongly correlate with evidence provided in prior research
examining educators’ beliefs, attitudes, and perceptions about education, teaching, and student
learning: community college faculty differ, among and across all disciplines and employment
status, in their beliefs and pedagogical approaches to teaching (Postareff, Lindblom-Ylanne, &
Nevgi, 2008; Samuelowicz & Bain, 2001).
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The Contextual Filters Model (CFM), as discussed in Chapter 3, was integrated as a
conceptual illustration of how teachers’ cognitive factors, prior experiences, beliefs, and
contextual knowledge are intertwined with the planning function associated with instructional
delivery (Shaw et al., 1991). Relating the CFM model to the findings of this study, cognitive
factors and beliefs were generally well established by the time the study participants entered the
profession of teaching, creating a belief system based less on professional acumen and more on
prior experiences and exposure to teaching practices.
This researcher’s interpretation of the collective observations of the participants’
classroom behaviors demonstrated a merging of perceptions, beliefs, pedagogical knowledge,
cognitive factors, and course content. The participants’ utilization of a variety of instructional
practices conveyed a commitment to excellence in teaching and student-centered learning. Still a
variety of methods that increase student comprehension, retention and matriculation must be
considered in an effort to strengthen the professional attributes of all faculty members, thus
bolstering the value and worth of the institution’s crucial human capital.
In consideration of 21st century teaching and learning protocol, it is imperative that
community college faculty incorporate instructional resources that enhance student learning. The
ability of community college faculty to implement innovative approaches to teaching and
learning is crucial in gaining and sustaining student retention and academic completion, which is
at the core of the community college Completion Agenda. While the research findings uncovered
beliefs, perceptions, and practices aligned with pedagogy, the issue of a unified understanding
and operationalized process of pedagogy at the community college level yield considerable
implications for research.
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Research Implications

This study means the beginning of the process of discovering the pedagogical needs that
community college faculty bring with them to their colleges of employment. Through an
exploration of pedagogical perceptions, beliefs, practices and lived experienced that transform
classroom behaviors of community college faculty, it is this researcher’s hope that this project
will move higher education institutions toward more intentional scholarship and dialogue that
aligns pedagogy to the praxis of teaching. Additionally, a critical assessment of hiring,
onboarding, and professional practices that identify pedagogical aptitude will is critical to
understanding the full benefit to faculty, students, and the institution. It is with ultimate optimism
that all community colleges will continue to fully benefit from and encourage the vast
knowledge, talents, creativity, and reflective thinking of their faculty. By improving the quality
and effectiveness of teacher practices, institutions of higher education can begin to ensure their
reputations and their ability to provide highly qualified learning to its students.
This study also shows that community college faculty make a significant impact on
community colleges, as evidenced by faculty participants’ commitment to student success. It is,
therefore, incumbent upon community colleges to ensure they are identifying the pedagogical
needs of all faculty and are maximizing resources that ensure quality of teaching in all faculty.
Failure to do so would be a risky and irresponsible proposition to students, faculty, and the
institution.
Through the reassessment of current hiring practices that highlight applicants’
philosophical understanding of pedagogy, community college administrators will be able to
operationalize a process of hiring that identifies individual pedagogical knowledge. Moreover,
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providing targeted and individual faculty development training that focuses on pedagogical
knowledge will enhance the value that faculty bring to the classroom, strengthen the
teacher/student relationship, and assist community colleges in meeting the goal of increased
student retention and completion.
Community college faculty serve as facilitators rather than disseminators of information,
with a focus on what and how students learn as well as how students embrace knowledge.
Student-centered learning (teaching) requires a fundamental shift in the way educators approach
and use instructional practices and behaviors. Consequently, as community college faculty
members continue to take responsibility for their own professional development, institutions will
be confronted with the need to balance professional prerequisites and budgetary constraints. Not
all faculty members will seek formal learning; however, institutions of higher learning should
foster opportunities to deepen their knowledge and expertise through peer-to-peer collaborative
activities.
Research Considerations

This study should be viewed as starting point for understanding the relationship of
faculty’s pedagogical perceptions and beliefs as well as how each contributes to the overall
effectiveness of classroom instruction of community college faculty. More qualitative studies
that illuminate community college faculty pedagogical beliefs and instructional behaviors should
be undertaken.
This research was conducted with nine participants from a single research site in the heart
of the Midwest. The participants were representative of newly hired, tenured, non-tenured, and
part-time/adjunct faculty members. While this research site (community college faculty and
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administration) embraced this process of inquiry, consideration for a replicate, comparative
analysis of multiple community college institutions in the Midwest or other geographic or
international locations. Additionally, this research study could be replicated with a larger
population as a single case or multi-case study in an effort to conduct comparative analyzes of
individual factors represented in the study, as well as glean specific environment about the
institution under study.
Consideration should also be given to the size of the participant population. The
researched institution comprises over 1,000 faculty members (full-time, part-time, and adjunct).
Given the size of the institution faculty group, increasing the population size to include all
representative departments would provide broader perceptions across the entire institution. This
could be accomplished by the incorporation of focus groups as a way to manage the number of
participants included in the study as well as the volume of data generated by individual face-toface interviews.
From a general research basis, the expansion of the study to include four-year institutions
(colleges, universities, for-profit, public) might also provide an opportunity for a solid research
study similar to this one, thus giving way to a generalize the findings to all institutions of higher
education. Although community colleges and universities are similar in many ways, there are
also strong differences in pedagogy, teaching methodology, instructional behaviors, and
scholarship that would be uncovered through additional research in this area.
This study revealed that faculty participants positively internalized the role and
importance of pedagogy in the praxis of teaching in a community college setting; however, the
study participants also acknowledged that an accurate adoption of pedagogical knowledge in
their daily teaching activities was critical to personal [professional] development, student
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learning, student persistence, and program completion. It was apparent that the faculty members
in this study viewed their role and knowledge base as continuously evolving, primarily based on
institutional initiatives and the diverse learning needs of the community college student
population. Without precise and appropriate knowledge, the faculty tend to rely on inherited
teaching methods or professional experiences.
As a consideration, pedagogical knowledge could as a measure of effective teaching
practices that allows faculty members to grow professionally and personally in the academic
community and that they may also benefit from the socialization with their colleagues and peers.
Following Dewey’s (1944) vision that reflection must happen not just individually but also as a
collection of community interactions, future studies similar to this one with community college
faculty members, as well as other institutions of higher education, could be designed with a
collaborative focus in mind.
Additionally consideration directed toward understanding how community college
faculty pedagogical beliefs, perceptions, and behaviors influence effective teaching that enhances
student learning, increases student achievement, and supports the institutional goal of increased
completion rates. Mansour (2008) offers that although there is an extensive amount of research
that indicates teachers’ practices in the classrooms are affected by their beliefs, there is still a
need to examine teachers’ beliefs (conceptions) to clarify how beliefs affect teaching practices.
In the context of teaching, beliefs act as filters, thus constructing a basis for acceptance (or
rejection) of new pedagogical beliefs and instructional actions [behaviors and practices]. In the
domain of higher education there is a growing need to study the beliefs of the teachers to
understand the factors that affect their classroom practices and, ultimately, student success.
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Lastly, while this research study focused primarily on the pedagogical beliefs and
instructional practices of community college faculty, more questions were raised than answered.
The following areas of inquiry uncovered by this research remain unexplored:


Does community college faculty members’ understanding of pedagogy shift from
faculty status?



How does community college faculty members’ understanding of pedagogy shift
across institutions of higher learning?



Does the way in which educators think about pedagogy differ by discipline?



Does the way in which educators think about pedagogy differ by institution?



Does the way in which educators think about pedagogy differ by faculty status (filltime versus part-time)?



In what ways do beliefs related to pedagogy and instructional practice transform
community college faculty?



What is the relationship of community college pedagogical understanding to student
engagement and student success?



What is the relationship of prior pedagogical training to community college faculty
instructional practices?



What is the impact of pedagogical preparedness to teaching effectiveness?



Is pedagogy more of a consideration for community college or university faculty?

Further research into these areas of inquiry might help illuminate the similarities,
differences, and gaps in pedagogical understanding and knowledge. Ultimately, an educator’s
knowledge base, often spawned from prior beliefs, ideologies, and epistemologies forms the
basis of the learning exchange between and among educators and students. The identification of
plausible solutions and areas of educational improvement will greatly add to the body of
institutional knowledge of educational research. Additionally, the opportunity to accentuate
personal beliefs about pedagogy and teaching, as well as offer discourse to areas that challenge
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pedagogical knowledge and behaviors of community college faculty, will greatly advance the
discourse of pedagogy and effective instructional practices across all higher education campuses.

Recommendations for Community Colleges

The findings of this study illuminate a critical concern for the use and understanding of
pedagogy in the context of community colleges. In the professional context of teaching, a
fundamental understanding of pedagogy is essential that aligns the theory of teaching to the
practice of teaching (Waring & Evans, 2015). While faculty participants’ responses suggested
some awareness of pedagogy, the lack of depth of operational knowledge of pedagogy was
alarming. Waring and Evans (2015) make explicit the integration of theory and practice and the
many cognitive factors and decisions that teachers make for what is being taught and learnt, and
how the pedagogical process can effectively improve professional standards of teachers.
This researcher contends that the identification of pedagogical understanding begins with
the hiring process. The hiring practices of the research site vary across all departments of the
institution, with a primary focus on teaching qualifications and credentials. Community college
hiring administrators could assess the existing hiring practices, i.e., application questions,
interview protocols and reference checks to identify prospective candidates’ pedagogical training
and knowledge. To accomplish this endeavor, the institution could include methods of inquiry
during the interview process that disclose prior pedagogical training methods (i.e., coursework,
seminars, professional development) that validate a working knowledge of pedagogy or teaching
in higher education.
In line with the previous practical consideration, a mandatory Introduction to Pedagogy
in the Context of Community College course for all hired faculty members (full-time and part-
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time) as part of the on-boarding process should be considered. It is recommended that the course
be customizable to meet the pedagogical learning needs of faculty new to teaching versus faculty
who have prior teaching experience at the community college or university level. This
recommendation could be accomplished through the development and use of a skills/needs
assessment inventory upon hire in an effort to identify individual’s pedagogical needs. From this
learning, it is recommended that each newly hired faculty member be provided with a personal
developmental plan that addresses on-going pedagogical preparation, now and in the future. This
would ensure that individual’s pedagogical knowledge is continually assessed and addressed to
meet the student retention and completion goals of the institution.
Another area for consideration is providing faculty with opportunities for scholarly
engagement, wherein faculty members teaching in the same discipline can share meaningful and
useful pedagogical knowledge and practices that are discipline specific. Teachers have a
collegial responsibility to contribute to their professional knowledge base through collaboration
and on-going professional development (Waring & Evans, 2014). Study participants reported
that some faculty members are currently engaging in department/division peer-sharing and
mentoring, the collaboration is not widespread throughout the institution. A more structured
method of sharing (i.e., pedagogical knowledge and best practices), initiated by faculty with the
support and endorsement from administration, as a way to heighten the sense of collegiality and
community amongst all faculty is warranted.
The focus of most community colleges today is on increasing student retention and
completion rates. This is often measured by the numbers of students and the length of time to
achieve academic completion. The dynamic landscape of today’s community college presents a
multiplicity of challenges for faculty in meeting the diverse learning needs of students. However,
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very little research has been directed toward the connection between faculty pedagogical beliefs
and instructional behaviors as a factor of student learning outcomes. To address this linkage, a
further examination of academic freedom and standardization of pedagogy must be undertaken
as revealed through the voice of faculty participants, in an effort to fully address faculty
members’ role in student success and completion.
Prior research has shown that faculty behaviors are a direct correction of innate beliefs
(education, teaching, and learning) that direct a person’s actions (teaching). The ability of
community college administrators to hear the voice of the faculty as it relates to individual and
collective discourse on pedagogy and teaching will allow administrators to assess the gaps and
links among faculty pedagogical beliefs and instructional practices as well as how each enhances
or detracts from student persistence and completion.
At a time when education reform is calling for increased accountability, accessibility and
quality of education, it has become imperative that all educational professionals embrace and
demonstrate the tenants of pedagogy (Lasley, Bainbridge & Berry, 2002). As today’s reforms are
primarily focused at the K-12 learning environment, this mandate has only recently begun to
encroach the campuses of higher education. Administrators, students and community
stakeholders are calling for better quality of classes, programs and degrees, with a special
emphasis on community colleges as a gateway for degree completion and workforce
development (U. S. Department of Education, 2008; Watts, 2011; White House, 2009). The
amalgamation of these imperatives advocates for a deliberate and intentional process of
pedagogical understanding [training] for all community college faculty.
These recommendations are not intended to suggest that adoption would garner an
immediate or significant change in embodiment of pedagogy at Midwestern Community College
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or on community college campuses across the nation. Consideration of these recommendations
necessitates careful thought about the costs and time requirements to implement, monitor and/or
modify the existing landscape of teaching and learning. It is the belief of this researcher that
ignoring the structural concerns of cost and time may result in faculty unprepared to meet
institutional goals of student success, student retention and student completion.

Limitations

Whereas the researcher believes this empirical research provides significant information
relative to the pedagogical perceptions and instructional practices of community college faculty,
it is important to note some limitations exist: a) the findings may not be easily generalized to
other community colleges at large due to the single community college under study, b) the
diverse nature of the faculty workforce based on years of teaching experience and discipline
taught may affect faculty responses, c) the time allowance for the study may warrant a longer
timeline for research, d) the omission of the student voice, and e) the exclusion of the
environmental context of the research.

Conclusions
Reflections on the nature of one’s teaching is essential to growth, transformation, and
professional improvement. Citing a meta-analysis of more than 200 hundred studies, the only
factor that can create student achievement is a knowledgeable and skilled teacher (Wong, 2000).
This qualitative research study contributed to this researcher’s understanding of the importance
of active pedagogy in the community college setting. The effort to construct a single definition
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of pedagogy has been challenging and enlightening. Drawing from the extent literature and the
narratives of inquiry, this researcher offers the following definition of pedagogy:
The culture and professional practice of teaching that is exhibited in the multi-directional
process of learning (between and among instructors and learners) for the purposes of
creating transformative learning that empowers and liberates.
A cognitive and operational understanding and enactment of pedagogy is imperative to
the profession of teaching at all levels of education. The ways in which community college
faculty embrace and foster sound and relevant pedagogical knowledge and practices are key to
achieving student success. Student success is often measured by the learning experience, and that
experience is often depicted in the quality of teaching received. Consistent with similar findings
(Calderhead, 1996; Kane, Sandretto, & Heath, 2002; Pajares, 1992), this study suggests that
teaching behaviors and practices are generally influenced by the beliefs, perceptions, and
judgments of the teacher.
Previously, faculty perceptions and beliefs related to instructional practices and behaviors
had not been explored at the researched institution. This body of research provides evidentiary
support of community college faculty members’ philosophies, ideologies and lived experiences
as significant contributors of classroom instructional behaviors. This researcher strongly believes
the identification of faculty beliefs, perceptions, and attitudes related to pedagogy and teaching
will help community college administrators with hiring criteria and professional development
opportunities that address pedagogical needs or deficiencies of all faculty.
Additionally, this study examined the experiences of community college faculty and the
resultant instructional practices used in their current praxis of teaching. The study participants
often linked the overall learning experience, inclusive of what is taught and how information is
disseminated to the student as a significant factor of student retention and student completion.
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Furthermore, this research demonstrated that community college faculty acknowledge the need
for deeper and broader understanding and application of pedagogy as a key element of infusing
excellence in the daily practice of teaching. This study uncovered a need for more professional
development opportunities that focus on the pedagogical preparedness of community college
faculty. Shulman (1987) asserts that teacher knowledge comprises several layers of knowledge:
subject (content), and pedagogical (teaching). This discovery aligns with Grubb’s (1999) and
Townsend and Twombly’s (2008) contention that community college faculty are credentialed in
content areas while lacking the formal pedagogical preparation needed to effectively teach in
their disciplines.
The combined faculty participants’ narratives and classroom observations demonstrate
how perceptions and beliefs of pedagogy and teaching influence classroom instructional
practices. As conveyed by the study participants’ exchanges in conversation, this study also
provided a platform for faculty participants at Midwestern Community College to engage in
personal reflection. The opportunity to accentuate personal beliefs about pedagogy and teaching
as well as offer discourse to areas that challenge pedagogical knowledge and behaviors of
community college faculty gave voice to a needed area of discussion. A quotation from one of
the participants of the study summarizes the reflective thoughts of pedagogy and teaching:
Over the past thirteen years since that I’ve been here [Midwestern], as a general rule I
think you could say that teaching is our [faculty] primary responsibility; and pedagogy is
something that all faculty members should have a very good working knowledge of. But
pedagogy to me -- it’s one of these things like saying, well people should go to the gym,
and workout for an hour, four days a week or whatever it is. Pedagogy is like that, people
[faculty] don’t always get around to it.
An assumptive conclusion of this statement suggests that pedagogy is a known term in
community colleges, however intensified exercise and emphasis of pedagogy by all faculty is
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needed. From positive reflection, this study affirmed that community college faculty’s beliefs,
perceptions, and lived experiences greatly influenced how the faculty participants internalized
the importance of pedagogy to their profession of teaching.
This body of research has become the catalyst for further research, publication, and
practice for this researcher to extend the research related to community college faculty’s
pedagogical beliefs and instructional practices. The study findings further advocate for a need for
dialogue across all higher education institutions that fosters the development of a faculty corps
that embodies professional knowledge steeped in pedagogy and teaching practices that enhance
the daily interactions of teaching and learning, specifically in the context of community colleges.
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Recruitment Invitation to Participate in Research Study
(to be provided in person and via electronic mail)
Dear Colleague,
My name is Robin James, Assistant Professor – Business and Social Science Division. I am a
doctoral candidate with the NIU/HARTE (Harper Academy for Research & Teaching
Excellence) program. I am seeking full-time (tenured and non-tenured) and adjunct (part-time)
faculty to participate in a qualitative research study that explores faculty perceptions, beliefs and
teaching practices in a community college setting.
The research project will be conducted between March 1, 2015 and July 1, 2015. The activities
related to the project will take place during regular semester/class hours. The research will be
conducted over a 2 to 3 week period, in five phases: Phase 1 - Introductory Interview; Phase 2 –
Classroom Observation I; Phase 3 – Follow-Up Interview; Phase 4 - Classroom Observations II;
Phase 5 – Follow up Interview II. As the researcher, I will ask you a series of semi-structured
interview questions (Phase 1, 3, and 5) about your perspectives regarding pedagogy and
classroom instructional practices. Phase 2 and 4 (Classroom Observations I & II) will occur
during normal class time.
Participation in this study is completely voluntary. You may withdraw from the study at any
time. Participation in the study presents no personal or professional risk to you. All information
gathered will be kept completely confidential, and information included in the project report will
be grouped so that no individual participant can be identified. The report will be used to share
what I have learned with other educators working in the field of education.
If you would like to be considered as a participant in this research study, please complete the
attached Research Study Pre-Screening form and return no later than XXXXXXX. You will be
contacted (under separate cover) if you are selected to participate in the final research study.
Actual date and time of the research study will be finalized once all prospective participants have
been selected.
If you have any additional questions regarding the research study, please don’t hesitate to contact
me at rjames@harpercollege.edu, or 847-925-6567.
Thank you,

Robin James
Prof. Robin James, MBA; MSET, Principal Investigator
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Research Study Participant Pre-Screening Form

I (Robin James) will be conducting a qualitative research study with faculty members such as
yourself. The research study will focus on perceptions of pedagogy and the instructional
practices used by community college faculty.
The purpose of the study is solely to obtain your opinions and insights regarding pedagogical
knowledge, teaching experiences and classroom instructional practices in natural settings. The
research project will include three 45-60 minute interviews and two classroom observations.
Please complete the following five (5) questions that follow and provide your contact
information for consideration to participate in the research project.
S1. In what position status are you employed as a faculty at XXXXX Community College

□ Fulltime

(tenured)

□ Fulltime (non-tenured) □ Part-time / Adjunct

S2. How many years have you been employed at this institution

□ 1 – 5 □ 6 – 10 □ more than 10 years
S3. How many years have you taught at the community college level (including this institution)

□ 1 – 5 □ 6 – 10 □ more than 10 years
S4. During your professional experience as a faculty member of a community college are you
involved in designing and utilizing pedagogical practices in the classroom?

□ Yes

□ No

S5. So that I can send you a confirmation regarding your participation in the XXXXXX
Community College Faculty Research Study, please provide your full name, title and email
address. Please return the form (electronic or via campus mail, J266) to Robin James.
Participant Contact Information:
Circle one: 1. Personal email

2. Business Email

Name: ______________________________________________________________
Title: ________________________________________________________________
Email Address: _________________________________________________________

Thank you!!
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Consent to Participate in a Research Study
Project:

To Belief or Not Belief: Shifting the Pedagogical Focus from Beliefs to
Behaviors: A Case Study Analysis of Community College Faculty
Pedagogical Beliefs, Perceptions and Instructional Practices

Principal Investigator: Robin James, Assistant Professor – Northern Illinois University,
DeKalb, IL 60115-2828
Phone:
Email:

847-925-6567 (office)
rjames@harperollege.edu

Thank you for volunteering to participate in a qualitative research project. The topic of the investigation
involves understanding the perspectives of instructional practices as it relates to pedagogical knowledge
and teaching experiences.
The researcher (Robin James) has identified any risks involved, and has answered any questions I may
have about the nature of my participation. Upon request, I will be provided with a copy of this consent
form for my own information and record keeping.
Your signature on this consent form indicates that you have been informed about the procedures of the
study, conditions, risks, and safeguards of this project.
1. Your participation is voluntary. I (you) may withdraw from this project at any time keep, with no
penalty or personal or professional risk.
2. I agree/understand that all interviews will be audio recorded.
3. There is no more than minimal risk to individuals who participate in this research project and
complete confidentiality is ensured. Your name will not be used in any aspect of the research
project. You will be assigned a unique number and assigned a pseudonym in order to guarantee
your anonymity. The typed transcript of each interview will be entered on a password-protected
computer, and any identifying information will be changed for any written analysis and reports.
Only the project investigator (Robin James) will have access to the transcripts.
4. Questions about risk to you due to participation in this research project may be addressed to the
researcher at the phone number or email listed at the top of this page.
I, ___(participant name)_______________________, have read the information provided and freely
agree to participate in the research project for community college faculty.
NAME OF Participant (please print):____________________________ Date: _______
SIGNATURE OF Participant ____________________________________________________
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Faculty Research Study - Confirmation Interview / Observations
Hi XXXXX:
I wanted to follow-up on our tentative schedule. After some thought I think I can observe your
tutoring session on 27th – this is a class of sorts, just not a structured class.
My apologies n the delay in getting back to you, but the doctoral research approval process takes
longer than I ever imagined. Following is a tentative schedule of how I would lie to proceed
with your participation, given the tentative final approvals of both Northern Illinois University
and Harper College.
Given these tentative approval dates I would like to schedule research with you as follows:
Date
XXXXXX
XXXXXX
XXXXXXX

XXXXXXX
XXXXXXX

Activity
Pre-Interview (45 minutes)
1st Observation

2nd Observation

Time/Location
XXXXXXX
XXXXXXXX
Alternate day for observation
and debriefing – same as
above
XXXXXXX
XXXXXXX

Also to expedite the process, I ask that your review and sign the consent form (2 signatures
required) as well as complete the demographic information. The demographic information
obtained will be used to create a profile for each participant. I will create a pseudonym to protect
your identity and confidentiality and none of the information will be shared with anyone. If you
have questions about either form, please don’t hesitate to reach out to me. Email is best as I am
usually in a meeting somewhere, but also feel free to give me a call on campus. You can bring
the completed forms to the interview on the (DATE)!!
Robin James
Prof. Robin James
Assistant Professor
Coordinator - Business Administration Department
Faculty Advisor - Kappa Beta Delta
Harper College - Palatine Main Campus
J266
847-925-6567 (voice)
847-925-6043 (fax)
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Demographic Questionnaire
Answering the following 7 questions will enable me to learn more about your demographic
characteristics. The responses that you share will only be reported in aggregate form. No single response
that you provide will be connected with any identifiable information that could breach confidentiality. Do
not provide your name on this questionnaire.

1. What age category best describes your age?

□ 25-35
□ 36-45
□ 46-55
□ over 55
2. Which of the following best describes your race:

□ African American/Black
□ Alaskan Native
□ American Indian
□ Asian or Pacific Islander
□ Hispanic
□ White
□ Other (please specify) ___________________________________
3. What category best describes your gender preference

□ Male
□ Female
□ Other (please specify)

________________________________

4. What is your highest academic degree and area of concentration:

□
□
□

Bachelor’s: Area of Concentration ______________________________
Master’s: Area of Concentration________________________________
Doctorate: Area of Concentration _____________________________
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5. How long have you been teaching in post-secondary education:

□
□
□

1-5 years
6-10 years
10 or more years

6. What is your employment status?

□ Full-time (non-tenured)
□ Full-time (tenured)
□ Part-time/adjunct
7. What discipline do you teach in

□ Business
□ Career and Technical
□ Liberal Arts
□ Humanities
□ Math / Chemistry
□ Social Sciences
□ Other (please specify) ______________________________
Thank you for your time and effort in completing this survey…..
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Interview Protocol
Phase 1
Thank you for your willingness to participate in this research study. The purpose of this research
study is to explore faculty perceptions, beliefs and understandings of pedagogy as it is related to
the professional practice of teaching, specifically in a community college setting. As you may be
aware, the institution that you are employed by supports student academic achievement, while at
the same time focusing on faculty teaching excellence across all disciplines. The candid
comments you provide today will provide insight into faculty pedagogical beliefs about the
practice of teaching, and how those beliefs translate into instructional (classroom practices).
There is an abundance of research on teacher beliefs, teacher perceptions, teaching styles,
teaching methods, teacher quality, teacher effectiveness and instructional practices among
primary and secondary educators, however there is limited empirical research in higher
education, especially on/with/about community college faculty.
Before we get started, I’d like to again ask for some clarifying demographic information. No
single response that you provide will be connected with any identifiable information that could
breach confidentiality.

Participant: _________________________
Characteristics:
Gender: __________________
Age: ____________________
Education: _________________________
Department/Discipline: _________________________

Let me start off by asking you some very broad and general questions:
“Tell me about yourself. Beginning with your early education and work experiences that
led to teaching in a community college.”
“How long have you been a community college instructor/professor”?
“How did you come to be employed as an instructor/professor at XXXXX Community
College?”
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Now let’s move onto some questions that specifically address the focus of the research
study, pedagogy and instructional practices.
“What is your understanding/interpretation/view of pedagogy as it relates to teaching”?
(Probe if no response? Explain pedagogy if asked. Make a note of the question
for research notes)
“What do you see as important factors of pedagogy as it relates to teaching at a
community college?”
“Relative to how you teach, how would you characterize the different
methods/techniques/instructional practices that you utilize”?
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Observation Follow-Up (Phase 3 and 5)
Phase 3
I’d like to spend the next hour or so to revisit some of your responses from our preliminary
discussion in more detail.
“Prior to your participation in the research project, what
opinion/understanding/philosophical orientation of/about pedagogy?”
“Reflecting on our earlier conversations, can you share with me if and how your
perceptions/philosophical orientation have changed or remained the same; and
specifically in what ways”?
(Probe how do you characterize pedagogy as pedagogy relates to the profession
of teaching”?)
“When you hear the term ‘classroom instructional practices’ what types of things does
the term bring to mind”?
“What prior conceptual filters (e.g., prior teaching experiences, beliefs about teaching,
content knowledge, formal training, teacher preparation program, professional
development) do you bring to the classroom in terms of personal or professional
teaching characteristics that have led to your conception of teaching in the classroom?”
(Clarify teaching styles and methods of teaching instruction/classroom practices)
“What pedagogical practices (content methods) do you utilize in the planning and
decision-making processes relative to the instructional delivery of course content?”
(Clarify/explain learning goals, student learning outcomes, etc.)
“What instructional methods (throughputs) do you believe are important to student
learning?”
(Clarify/explain types of teaching methods)
“What instructional practices do you commonly use in meeting student learning
outcomes”?
“How are these concepts demonstrated in your instructional practices in the classroom?”
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“In my recent observation of your class, I noticed the following XXXXXXX. Can you
share with me how these actions relate to your perceptions/understanding/demonstration
of pedagogy”?
“Since our last discussion and recent classroom observation, what have you
noticed/internalized about pedagogy and how these perceptions and beliefs form your
classroom instructional practices”?
Phase 5
I’d like to spend the next hour or so to revisit our prior discussions on pedagogy and classroom
instructional practices, as well as my observations of your demonstrated classroom instructional
practices as these relate to your espoused beliefs and understanding of pedagogy.
“Referring to our previous discussion, and your comment regarding the types of
instructional practices you commonly demonstrate in the classroom, which ones/types do
you deem central to effective teaching?”
“Referring to these instructional methods you consistently demonstrate in the classroom,
which ones/types do you consider as an influencer of student learning outcomes?”
“In my recent observation of your class, I noticed the following XXXXXXX. Can you
share with me how these actions relate to your perceptions/understanding/demonstration
of pedagogy”?
“Since our last discussion and recent classroom observation, what have you
noticed/internalized about pedagogy and how these perceptions and beliefs form your
classroom instructional practices”?
“Since joining this study, how has your perceptions/beliefs/understanding of pedagogy
changed”?
“Can you share with me your characterization of teaching excellence?”
“Reflecting on the path that led you to teaching, what pedagogy knowledge is required of
a person that is interested in teaching in a community college”?
“Reflecting on the hiring practices, orientation, mentoring and evaluation processes,
what would you recommend that XXXXXX Community College do to address the
pedagogical needs of all faculty?”
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CLASSROOM OBSERVATION EVALUATION
Participant (#):

Observation #:

Course:

Date / Time Observed:

Curriculum/Content/Topic:
Faculty Preparation
Observables related to faculty preparation include, but are not limited to:
1. Set up / organization of lecture
2. Introduction of curriculum / content
3. Explanations related to curriculum / content
4. Prepares/provides course materials to be used in lecture
5. Provides transitions and conclusion of curriculum/content
Excellence in faculty preparation is evident when the instructor:
1. Demonstrates confidence and competence in content knowledge
2. Communicates to students learning goals outcomes as outlined in course syllabus
3. Demonstrates confidence in relaying information to students and uses lessons and activities that
are organized.
4. Demonstrates appropriateness of lesson (review/connects content to prior learning or application
of learning)
Faculty Preparation Evaluation:
Excellent
Comments:

Proficient

Area of Nee Improvement
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Instructional Delivery/Pedagogical Choices
Observables related to instructional delivery include, but are not limited to:

1. Pedagogical content knowledge
2. Instructional strategies
3. Instructional materials
4. Effectiveness of communication
Excellence in instructional delivery is evident when the instructor:
1. Uses multiple forms of instruction that generate student learning and student involvement in
the learning process.
2. Includes relevant materials that are presentable and foster clarity of understanding among
students.
3. Is clear and persuasive when communicating with students through both verbal and written means
(i.e. speaks and writes clearly, makes eye contact, encourages interest).
4. Demonstrates confidence in relaying information to students and uses lessons and activities that
are organized.
Instructional Delivery Evaluation:
Excellent

Proficient

Area of Nee Improvement

Evaluation is based only on observed instruction.
Comments:

Learning Assessment
Observables related to learning assessment include, but are not limited to:
1. Mindfulness of student understanding
2. Methods to ensure student understanding

Excellence in learning assessment is evident when the instructor:
1. Uses assessment techniques consistent with the nature of instructional material to monitor student
understanding.
2. Modifies instructional methods or delivery to improve student learning and address achievement
gaps.
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Learning Assessment Evaluation:
Excellent

Proficient

Needs Improvement

Evaluation is based only on observed instruction.
Comments:

Student Engagement
Observables related to student engagement include, but are not limited to:
1. Use of context and relevant examples
2. Participation in the learning process
3. Awareness of multiple perspectives
Excellence in student engagement is evident when the instructor:
1. Uses relevant, contextualized examples that promote rigor and challenge students to think
critically and analytically.
2. Delivers active, student-centered learning opportunities that elicit student participation.
3. Provides opportunity for and shows appreciation for a diversity of student thought and opinion.
Student Engagement Evaluation:
Excellent

Proficient

Needs Improvement

Evaluation is based only on observed instruction.
Comments:

Connection Between Pedagogical Planning/Syllabus Alignment/Instructional Delivery
Observables related to pedagogical planning/syllabus alignment/instructional delivery include, but
are not limited to:

1. Demonstrated connection between planned learning goals and activities and
observable instructional delivery as outlined on course syllabus.
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2. Clarity of instructions for student learning activities
3. Assessment of student learning and engagement
Excellence in pedagogical planning/syllabus alignment/instructional delivery is evident when the
instructor:

1. Provides a clear and concise rationale for learning activities (i.e. teaching and
learning goals) related to planned learning outcomes.
2. Uses clear and concise instructions for learning activities.
3. Demonstrates an openness to identify and address students’ learning needs.
Learning Environment Facilitation Evaluation:
Excellent

Proficient

Evaluation is based only on observed instruction.
Comments:

Observation Summary Notes
Areas of strength:

Debriefing/Discussion Points:

Needs Improvement

APPENDIX L
PARTICIPANT DEBRIEFING PROTOCOL
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Participant Debriefing Protocol
Thank you for participating in this research project. Your participation was of great
value to obtaining in-depth information and insights into the perceptions, beliefs and pedagogical
knowledge and instructional practices that relate to teaching in a community college context.
If you would like more insight into the topic of pedagogy, community college faculty and
instructional practices, you may be interested in the following:
Anderson, P.M. (2009). Pedagogy primer. New York, NY: Peter Lang Publishing, Inc.
Cohen, A., & Brawer, F. (2008). The American community college. San Francisco, CA: JosseyBass.
Compayré, G. (1885). The history of pedagogy, translated. W. Payne (New York: 1905), 18801920.
Darling-Hammond, L. (2005). Prepping our teachers for teaching as a profession. Education
Digest, 22-27.
Dewey, J. (1916, 1944). Democracy and education: An introduction to the Philosophy of
Education. New York, NY: McMillian.
Klimczak, A. K., Balli, S. J., & Wedman, J. F. (1995). Teacher decision making regarding
content structure: A study of novice and experienced teachers. Journal of Instructional
Psychology, 22(4), 330-340.
Mortimore, P. (1999). Understanding pedagogy and its impact on learning. London, England:
Paul Chapman Publishing Ltd.
Shulman, L. S., & Hutchings, P. (1988). About the scholarship of teaching and learning. Menlo
Park, CA: Carnegie Foundation for the Advancement of Teaching.
It is very important that you do not discuss the content of the study with anyone else until the
study is complete to minimized biased or informed participation. When the study is complete
and available for public knowledge, you will receive a copy of the complete research project,
including background, data analysis, findings, implications and recommendations.
If you have any question or concerns you may contact Robin James at 847-925-6567 or
rjames@harpercollege.edu.
Thank you again for your participation!

